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ABSTRACT
Purpose
The purpose of this study was to investigate parents' understanding
of, attitudes toward, and degree of support for a program in humanistic
education in which their children were participating. More specifically, the
study was designed to answer in a preliminary manner questions in these four
areas
:
1. How well are parents of children who are participating
in a program in humanistic education acquainted with
the contents of their child's program?
2. How familiar are these parents with basic concepts of
what humanistic education is?
3. To what extent are these parents supportive of this
program in humanistic education?
U. Have these parents noticed any changes in any way in
their children's attitudes and/or behavior since the
initiation of this program?
Furthermore, this study sought to determine whether differences in
attitudes and \mderstanding existed between parents who had
participated in
a ten-session parents' course in humanistic education
and parents who had
not participated in such a course, as follows:
IV
in the ^ount of information known about the contents ofthe particular program in humanistic education in whichtheir children are participating.
in the amount of information known about basic concepts
of hiamanistic education.
3. in the amount of support shown for the humanistic education
program in which their children are participating.
h, in the quantity and type of observed changes in their
children s attitude or behavior since the initiation of
the humanistic education program in their school system.
Procedures
Sixty parents whose children are currently attending school in a
western Massachusetts school system in which a program in humanistic education
is in its second year of implementation comprised the sample. These parents
were selected from two groups. Thirty parents were randomly selected from
among the seventy—two who had completed one of the three ten-session parents’
courses that have been offered as part of the humanistic education project;
thirty parents who had not participated in such a course were chosen from
randomly selected households. Respondents from both groups were interviewed
individually in their homes
.
After the interviews had been completed, the answers were examined
through content analysis. Answers to the questions, "What is humanistic
education?" and "What do children do when they are having humanistic education?"
were categorized and rated for accuracy. The other questions were scored for
the frequency with which responses were given. Comparisons were made between
responses of parents vho had taken a course in humanistic education and those
who had not taken such a course.
V
Conclusions
Based on the findings of the study, the following conclusions were
reached
:
1. Parents who had participated in a course in humanistic
education had a greater quantity of information about
humanistic education than parents who had not taken
such a course.
2. Parents who had participated in a course in humanistic
education had more accurate information about humanistic
education than parents who had not taken such a course.
3. Parents who had participated in a course in humanistic
education could describe more accurately what their children
do when they are having humanistic education than parents
who had not taken such a course.
h. Parents who had participated in a course in humanistic
education perceived more positive changes in their children
since the program's inception in the school system than
parents who had not taken such a course.
5. Parents who had participated in a course in humanistic
education were more supportive of the continuation of the
humanistic education program than parents who had not
taken such a course.
Recommendations
While there may have been other contributing causes, the findings
imply that one of the major factors in creating the differences in levels of
knowledge and support for humanistic education indicated by respondents in
this study was participation in a course in humanistic education. It is
recommended, therefore, that other school systems planning to implement a
program in humanistic education include the teaching of parent courses as an
effective means of disseminating information and building understanding
of the program. Such a program is a structured, focused, and economical way
of disseminating information, at least in small, well-defined communities.
Comments from respondents in this study also indicated that the course was
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During the past several years
, a number of prominent educators have
developed a variety of theories and methods for dealing with the affective
domain as a recognized part of the school curriculum (Borton, 1970 ; Brown
1971 ; Weinstein and Fantini, 1971 ). Experimental programs in humanistic
education, ranging in scope from single teachers working in individual
classrooms to involvement by entire school systems, have been implemented
in various schools in the United States and Canada. Although information
on some aspects of these programs has been gathered and analyzed (Gollub,
1971 , 1972 ; Gollub & Mason, 1973 ; Shallcross, 1973 ; Wightman, 1973 ) there
is much work yet to be done in assessing their effects.
One area, as yet uninvestigated, concerns the attitudes of parents
toward humanistic education programs in which their children are participating.
Shallcross (1973 ) touches on the need for further exploration in this area
in her examination of teachers' concerns in implementing psychological
curriculum. She states, "A general suspicion of anything 'psychological'
as part of the instructional program exists. Parents, school boards,
administration, and other faculty often equate psychological curriculum with
T-groups, sensitivity training, or therapy" (p. 97 ).
2
Teachers in her study listed the following concerns in regard to
parents attitudes toward humanistic education:
1. General cynicism toward new ideas.
2. Suspicion of anything psychological.
3. Extremely conservative citizens’ groups
—
3R poncept.
h. Difficulty in educating them (parents) to
psychological curriculum.
5. Teacher fear of negative reaction from parents.
S. Lack of on-going family involvement in
psychological curriculum (Shallcross, 1973,
p. 97).
These perceptions of parental attitudes toward humanistic education
are from teachers’ points of view. A need exists for information from
parents themselves that’ can assist those engaged in designing, planning
and implementing humanistic education programs.
This study concentrates on Investigating the attitudes of parents of
children in a school system in which a program in humanistic education is
currently being implemented in grades K-12. Now in its second year, this
Title III project, located in the Montague, Massachusetts, Public School
System, is an outgrowth of a three-year Ford Foundation psychological
curriculum development program conducted at' the Center for Humanistic
Education, University of Massachusetts, under the direction of Professor
Gerald Weinstein.
3
An integral part of Montague's Project CARE (Curriculum of Affect
for Responsive Education), along with its teacher training and classroom
implementation components, has- "been the offering of three ten-session
courses for parents and townspeople to introduce them to humanistic
education. A total of J2 people have attended these courses to date.
This study compares attitudes toward humanistic education of thirty
parents who have participated in a parents' course with the attitudes of
thirty parents who have not taken such a course.
Purpose of the Study
The purpose of this study is to investigate parents' understanding
of, attitudes toward, and degree of support for a program in humanistic
education in which their children are participating. More specifically,
the study is designed to answer in a preliminary manner questions in these
four areas
:
1. How well are parents of children who are
participating in a program in humanistic
education acquainted with the contents of
their child's program?
2. How familiar are these parents with basic
concepts of what humanistic education is?
3. To what extent are these parents supportive
of this program in humanistic education?
U. Have these parents noticed any changes in any
way in their children's attitudes and/or
behavior since the initiation of this program?
k
Furthermore, this study seeks to determine whether certain
differences in attitudes and understanding exist between parents who have
participated in a ten-session parents’ course in humanistic education and
parents who have not participated in such a course, as follows:
1. In the amount of information known about the
contents of the particular program in humanistic
education in which their children are participating.
2. In the amount of information known about basic
concepts of humanistic education.
3. lu the amount of support shown for the humanistic
education program in which their children are
participating
.
U. In the quantity and type of observed changes in
their children's attitude or behavior since the
initiation of the humanistic education program in
their school system.
Definition of Terms
Affective refers to the feeling or emotional aspect of experience
and learning. How a child or adult feels about wanting to learn,
how he feels as he learns , and what he feels after he has learned
are included in the affective domain (.Brown, 1971 » p.
Cognitive refers to the activity of the mind in knowing an object,
to intellectual functioning. What an Individual learns and the
intellectual process of learning it would fall within the cognitive
domain (Brown, 1971, P* ^)-
Humanistic education refers to educational practices directly con-
cerned with psychological or affective dimensions of personality
,
(Seiler, 1972'). In this study the terms "affective education" and
"psychological education" are used as synonyms for "humanistic
education."
Confluent education is the term for the integration or flowing
together of the affective and cognitive elements in individual and
group learning (Brown, 1971)* H is the approach bo humanistic





_elf-science education involves programs for training learners in
those skills, concepts, and attitudes that vrLll expand their self-
knowledge concerning their own unique style for being in this world.
It is oriented primarily- toward developmental and constructive skills
rather than symptoms removal CWeinstein, 1973). This approach to




Project CARE (Curriculum of Affect for Responsive Education) is the
name of a program in humanistic education located in the Montague,
Massachusetts, Public School System, first funded in August, 1972,
as^an ESEA Title III project. It contains aspects of both self-
science and confluent education.
E.S.E.A. stands for the Elementary and Secondary Education Act of
1965 (P.L. 89-10), as amended in I966 (P.L. 89-750), and in I967
(P,L, 90-247 ).
Title III refers to sections 301 through 308 of Public Law 89-10, the
Elementary and Secondary Education Act of I965 , as amended.
Limitations of the Study
This investigation is limited to parents of children participating in
a humanistic education program in the Montague, Massachusetts school system.
Conclusions drawn from this study are applicable to the parents of students
in this school system only and should not be construed to mean that similar
questioning of other parents in other school systems in which there is a
program in humanistic education would necessarily yield the same results.
The self-report approach incorporated in this study has several
limitations characteristic of interviews in general:
1. The respondent must cooperate in answering the
questions
.
2. He must be relied upon to tell what is—rather than
what he thinks ought to be or what he thinks the
researcher would like to hear.
6
3. He must know what he thinks in order to report
it (Tuckman, 1972).
Thus, these techniques measure not what a person believes but what
he says he believes, not what he likes or dislikes but what he says he likes
or dislikes. If a person has given considerable thought to an issue, he
may have a definite opinion about it; if he is uninformed or uninterested
in the topic he may make only an artibrary decision.
This study, based upon the results of a survey, falls within the
general category of descriptive research. While research of this type is
useful in "determining the nature of prevailing conditions, practices,
and attitudes" (Van Dalen, 1962, p. 203), it does not "strive to ascertain
how or why a particular condition or event occurs" (Van Dalen, 1962, p.
24l), as experimental research does. In this study a comparison is being
made between the responses of two groups of parents. However, no attempt
is being made to prove that participation in a parents’ training course is
the only variable which causes differences in parents' understanding of
or their attitudes toward humanistic education.
Significance of the Study
Programs dealing with the affective domain are increasingly being
seen by educators as an important part of the school curriculum. However,
very little has been done to determine whether or not parents understand
7
the piirpose of such programs and whether or not they view them favorably.
This study is significant because it extends present knowledge of parents'
perceptions of a program in humanistic education. As such, it will be of
interest to other educators who are involved in implementing similar
programs
.
The study will also provide data to be included in a yearly report
from Project CARE and will be used by the Massachusetts Department of
Education as part of its evaluation of this program.
Results of this study will be important to the Montague School
System, especially to the Title ITT staff, by providing information that
will te helpful in determining the amount of emphasis to be placed on parent
training courses during the next program year.
The process of collecting the data for this study is important in
itself, apart from the conclusions that may be drawn from it, as the inter-
views will provide an additional opportunity for personal contact with
parents in the community.
Organization of the Study
In order to provide a context for this study. Chapter II presents
a review of literature based upon: Cl) general studies of parental and
community attitudes 'toward education, { 2.) concerns specifically related to
the implementation of humanistic education.
8
Chapter III describes the community background and history of this
project as well as presenting the methodology for collecting data.
Chapter IV reports findings and interpretations of the data obtained.
Chapter V summarizes the study, presents conclusions, discusses the




In this country's public school systems, educators are responsible
to citizens; therefore, boards of education, school superintendents, and
program directors must assess community attitudes and knowledge about
educational programs in order to reflect the desires of the public.
Sampling of public opinion is a means of learning how citizens
judge what is happening in their schools. Opinion surveys also permit
investigation of specific school issues, in this case, the acceptability
of an educational innovation, humanistic education.
The results of polls such as the one conducted in this study are
needed, according to Elam (1973, p. I89 ) because "they will permit decision
making which is not influenced by pressure groups, telephone feedback, and
random discussions—all of which frequently provide faulty conclusions."
This chapter further establishes the need for determining parents'
opinion of a program in humanistic education (l) by reviewing studies of
parental and community attitudes toward educational issues which are
relevant to this study, (2) by summarizing the concerns that have been
publicly expressed in connection with this particular humanistic education
program, and (3) by looking at concerns of theoreticians, teachers, and
other writers regarding the implementation of humanistic education programs.
10
Parent and Community Attitudes Tovard Education
Parent and community- support has long "been considered a pre-
requisite for effective schooling CCevey, I9OO). This support is especially
needed in programs which cross a number of value systems in the community
and which are , therefore , more likely to meet resistance (McMillan, 19T3).
Shulman (19T0) states that "parents want some attention given to
their desires, particularly when controversial Innovations are proposed"
Cp. 8). He continues:
The innovative school today must he alert to
community support, and the necessity for a proper
understanding of the goals and practices of the
school. Not only is- community support necessary
to the school, hut the school has an obligation
to inform the community, since the public has a
right to a thorough understanding of its school
programs and in particular innovative ventures.
Responsive schools are dependent on the under-
standings and attitudes of the parents (p. 9)-
Gallup International, Inc., (196T) sought to determine the
readiness of parents of children presently enrolled in school to accept
change in the educational system. They found that when there is a general
satisfaction with the educational system itself, many changes are favored
by an overwhelming proportion of parents. They seemed to think that
educators have not appreciated the extent to which the public is ready
to
accept change. They also found that a substantial number of parents
are
unaware of, or unfamiliar with, the many innovations which are
being
carried out in various school systems. Even among the better
informed,
the extent of their knowledge was limited.
11
Increased information in itself, however, does not seem to he
related to increased support, at least financially. A study by Carter
(i960) concluded that increased information did not influence more voters
to vote in bond issues or to vote "y^s."
In fact, the opposite has been found to be true. In an investiga-
tion of areas in which citizens’ committees increased voter turnout by
their communicatory activities, it was found that turnout was negatively
related to success. Carter and Savard (1961) report that districts with
less turnout have better success records.
McNelis (1968) found that: (l) interest' in the schools decreased
as the attitude groups changed from high positive to low positive; (2) the
PTA and the children were the most common source of information; (3) the
majority of the respondents indicated a need for more information about the
schools; (U) the relationship with the school was enhanced by personal
attention to the parents on visits to the school; and (5) the educational
level, income, and length of residence had a direct effect on parents’
knowledge concerning the schools.
Stout and Langdon ( 1957 ) found that the things parents said they
wanted to know about schools related to curriculum, methods of teaching,
school services , administrative details of school operation, the teacher,
and relationships pertaining throughout the school.
Carter (I96O) found in his survey that voters tended to think well
of the schools in^neral, but criticized them in the lollowing areas:
frills, too much play, curriculum, and discipline.
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A study by Parker Cl961t) which, examined educational attitudes of
lio.ooo people in 36 states found that the top concern was for the quality
of professional educators. Next were concerns for the individual student
and his/her success in school, a Broad academic program, a variety of
instructional activities, and physical facilities. While some differences
in response were based on social and economic conditions, there were many
more similarities than differences.
A study of attitudes toward innovations in the school curriculum
among black and white citizens in Portland, Oregon by Carson (I96T) found
that citizens of both races valued tradition and the concept of "hard work"
in relation to school programs.
McMahon (196T ) found much sympathetic interest in public schools and
considerable agreement on educational uses among community leaders. They
placed heavy emphasis on intellectual training as opposed to the social,
ethical, or practical aims of education.
For the past five years (1969-1973), an annual survey of public
attitudes toward education has been made by Gallup International (Elam,
1973). In four of the five years, the adults sampled in these surveys
have named discipline as the number one problem of the schools in their
communities. In the latest survey (1973) the list of problems m^entioned
most often included: lack of discipline, integration/segregation problems,
lack of proper financiai. support, difficulty of getting good teachers, use
of drugs, size of school classes, poor curriculum, parents' lack of interest,
lack of proper facilities, and school board policies.
13
The 1973 survey also asked respondents if their attitude toward
the schools had become more favorable or less favorable in recent years.
An analysis of the replies to this question revealed that the more
respondents know at firsthand about the public schools, the more favorable
were their views; the less interested and less well informed, the less
favorable. From this , the assumption was made that "an information program
that gives the public a better idea of what the schools are doing, and
"ti^yiug to do
, would have an important impact on the general public ’ s
view C.Elam, 1973, p. 155).
The Kettering-Colgate Foundation sponsored a study from I967-I971
in which innovations were introduced as effectively as possible in twenty-
six schools, and the impact on the schools, the community, and regional
agencies studied. Their conclusions were that:
Schools will be more successful in modernization
if the parents have a favorable attitude toward
them. Associated with this favorable parental
attitude are: 1. being well-informed about new
ideas and techniques used in the school,
2. frequency of voting at school meetings,
and 3 . pressure for an innovative administration.
In schools with a favorable parental group,
modern practices will tend to be available and
used more. Results of this study indicate that
parents have more indirect influence on change
than has been attributed to them. They learn
about new practices, from their children, talk
about them to others and provide feedback to the
administration and faculty, and vote at school
meetings (Kettering-Colgate Foundation, 1971, p. 6).
Brubaker (.1970) contends that parents become accustomed to certain
behavior on the part of teachers and that when this tradition is broken
by innovation, parents frequently become anxious. A communication problem
and lack of understanding exist. It was discovered in the "new math"
projects that parents had to attend their own "new math" classes so that
they could understand the nature of this- innovation. According to
Brubaker, social change must always be made legitimate in the minds of
parents if the change is to be successful; otherwise parents feel duped
by the innovators" Cl9T0, p. 66).
There is little in the literature at present to indicate parents’
attitudes toward humanistic education specifically. One project which
has, on a small scale, asked parents for their reactions is the Affective
Development Program, a part of the School District of Philadelphia. In
their 1972^973 evaluation, researchers Gollub and Mason report the
results of an opinion questionnaire sent to parents of the thirty-five
students in the Tilden Middle School who had had affective education
teachers for all core subjects. Of the nineteen parents who replied:
19 agreed that, in spite of an 11 week teachers'
strike, their children had learned as much or
more in their academic subjects than they had
the year before.
13 felt the school year was better for their
children than it had been last year.
18 definitely wanted their children to be part
of the Affective Program again.
14 said that their children told them more about
what happened at school this year than they had
previously.
Parents of Tilden students who replied seemed
enthusiastic about the effects of the Affective
Program on their children and supportive of the




There is no way of knowing from the information available why
sixteen of the thirty-five parents chose not to reply to the questionnaire
and whether or not these parents- too were enthusiastic and supportive of
the program. However, at the least, one can conclude that half of the
parents involved expressed satisfaction with the program and were
supportive of its continuation.
Although little additional data is available concerning parental
attitudes toward this particular innovation, concerns about humanistic
education expressed by researchers, writers, and teachers have implications
for this study and will be reviewed in the following sections.
Critical Issues in Implementing Humanistic Education
The recognition of the importance of affective components in learning
has only recently become an identified issue in education, although humanistic
educators as early as Dewey have maintained that learning experiences were
not solely cognitive.
During the past decade, a number of authors (Holt, 196^, Glasser,
1969 , Gordon, 1970, Silberman, 1970), have cited the need
for humanizing
schools. They have written eloquently about the effects that oppressive
and dehiamanizing aspects of school environments have had upon the
develop-
ment of students.
Silberman Cl970) states that the objectives of our schools must
be to create and maintain a hiamane society. He documents with
example




In his visits to public schools Silberman reports that he found
"mutilation everywhere-^mutilation of spontaneity, of Joy in learning,
of pleasure in creating, of sense of self” (1970, p. 10). Silberman
contends that all this is needless-, that teachers and administrators
are guilty of "mindlessness" and slavish adherence to routine for the sake
of routine. The most important characteristic he found that nearly all
schools share is a preoccupation with order and control.
Glasser (1969) suggests that our schools are designed for failure
and that those who succeed are usually those who can respond in ways pre-
scribed by the teacher. Those who fail usually resent school, continue
to have poor self images, and often become serious problems for the
school and for society.
Gordon (19T0) declares that, in most schools, students are denied
their civil rights—the right of free speech and the right to dissent.
They are denied the right to refuse to testify against themselves, and
seldom have the benefit of "due process of law" from school administrators.
As a result, Gordon feels that "most kids come to experience school as a
place where they must go; they experience learning as something that is
seldom pleasant or fun; they experience studying as tedious work; and
they see teachers as unfriendly policemen" (1970, p. 300).
Gordon suggests that parents can advocate and support programs
that offer innovative ideas and methods for bringing about
reform in the
schools—including the training of teachers to be "more humanistic
and
therapeutic in relating to kids (.1970, p. 30l).
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In order to find ways to end the dehumanization in schools and to
create the "humane society" to which Silherman refers, teachers have
broadened their roles. Schools are beginning to incorporate programs with
a wider focus programs dealing with the feeling or emotional aspects of
experience and learning as well as the cognitive.
Concepts stemming from the work of such people as Carl Rogers,
Abraham Maslow, and Frederick Peris have formed the basis for many of
these programs. The curriculum, adapted from procedures developed in the
human potential movement, stresses mental health and psychological growth.
While educators and psychologists have created a huge repertoire of
activities that are successful in terms of meeting immediate goals
^
the
movement is still in an experimental stage^ and questions and concerns
remain about the use of humanistic education.
These concerns, of importance to parents as well as to educators,
are summarized in this section.
A. Legitimizing the Study of the Self
Foremost among the critical issues raised in implementing humanistic
education is a concern over the legitimacy of "the self" as a suitable
subject for inclusion in the school curriculum.
Shallcross (1973), in her survey of the instructional concerns
of teachers who are using humanistic psychological curriculum in their
classes reports that:
A number of teachers see (or feel their students
see) the curriculxim as a series of fun exercises
through which no real learning takes place. They
express difficulty in getting students to process
18
activities so that meaningfulness can he attached
to the activities. Again and again among teachers’
comments arises the concern for having students
recognize value in the study of the self (p. 77).
Tamashiro (1974) reports that in conducting self-knowledge inter-
views with second, fourth, and tenth grade students, he found that there
was some hesitation to talk about ’’feelings." This was most pronounced in
grade ten, where some subjects explicitly said that they considered
feelings illegitimate and taboo to have and taboo to express (p. 12).
One of the forces in our society which makes it taboo to express
feelings is what Egan (1970 ) describes as "a kind of cultural ban against
intimate self-disclosure," (p. 199)* In a large part of our society,
disclosure of feelings—either positive or negative—is seen as weakness.
Self-validation is condemned as "bragging," or "conceit," while if one
doesn't "suffer in silence" and keep quiet' about his/her physical and
emotional pain, one is a "cry-baby" who is advised to keep a "stiff upper
lip .
"
One place where cultural permission has been given for self-
disclosure is in the therapist's or doctor's office.. This implies
emotional disturbance or illness on the part of the counselee or patient
however, and any program which encourages self-disclosure (such as
humanistic education) is apt to be labeled "therapy"—raising a host of
concerns about the competence of the teacher acting as a "therapist.
The ban against self-disclosure is part of a larger taboo including
the whole area of self-inquiry. On one hand, people have been admonished
to "know thyself" and "to thine own self be true," yet from earliest times
19
"they hav6 iDesn warned "that self-knowledge is dangerous or immoral. Gelven
(1970) includes the story of the expulsion of Adam and Eve from the Garden
of Eden after having eaten of the tree of knowledge of good and evil, and
the story of Faust’s fall to Hell as a result of his search for forbidden
knowledge, as examples from literature of the consequences to those who
dare inquire into the meaning of the self.
He traces the sanctions against self-inquiry through the years from
the religious culture, where one may forfeit paradise in his search for
self-knowledge to contemporary secular modes of thinking, where the con-
sequences may be loss of tranquility, peace of mind, or possible madness
(Gelven, 1970, p. 15).
In every era, the risks of being considered a "sinner" or a "deviate"
in society have not been enough to keep the taboo against self-inquiry
strictly enforced. For our generation, the advancement of the human
potential movement during the past decade gives evidence of the longing
for a safe place to disclose one's inner feelings and to reflect upon who
one is.
However, while some people have welcomed new opportunities for
self-exploration with the concurrent lessening of the taboo against knowing
oneself, for others, the idea is psychologically threatening.
This opposition is explained by Marmor (i960, p. 331):
In general, whenever an attempted change
challenges established beliefs or practices
which are fundamental to the stability of the
particular social or cultural or psychological
system involved, one may anticipate serious
group resistance to change.
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Humanistic education, by challenging the cultural and social mores
vhich discourage self-knowledge and self-disclosure, falls within the
domain of—social change which hy its controversial nature is apt to provoke
resistance.
To illustrate more specifically the nature of the resistance that
has been encountered- in implementing humanistic education in this parti-
cular project, a number of articles and letters to the editor of the
Greenfield Recorder printed from October 1972 to March 197^, documenting
concerns which have been publicly expressed regarding the use of humanistic
education in the Montague School System, are summarized here (See also
Appendix A). It is important to note, in conjunction with this study, that
none of the members of the Concerned Parents for Education group which
opposes the Mortague Humanistic Education Program lives in the communities
served by the Montague School System, nor do they have children attending
the Montague schools.
B. Documentation of Concerns Regarding the Use of Humanistic Education
in the Montague School System
Project C.A.R.E. began as a program in the Montague School System
in September 1972. Information about the program was disseminated to the
community that fall by several newspaper articles in the Greenfield
Recorder , by an "Open House" night devoted to an explanation
of the pro-
gram in each of the elementary schools, and by offering a parents’
course
in humanistic education as part of the town’s Adult Education
Program.
Soon after the program started, local priests, ministers,
school
administrators, project staff members and local radio talk
shows began
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receiving telephone calls from members of a group called the "Concerned
Parents for Education," voicing their concerns about the humanistic
education program being implemented in the Montague schools.
Three of the group members attended one of the Wednesday night
sessions of the parents' course and participated in the activities. The
following week they appeared at the parents' class again, saying that
they knew that the first week had been "rigged" and that they wanted to
find out what was really going on. The president of the local teachers'
association requested that they leave, saying that the classes already
had a full enrollment and that they were intended only for Montague
residents
.
An account of this dispute appeared in the Greenfield Recorder
COctober 19j 1972). One of the women who had been asked to leave the class
said that she "objected to activities in the humanistic education class"
and expressed her feeling that the session she had attended the week before
had been "too much fun and not enough education."
The following week (October 25, 1972) a letter to the editor was
printed in the Greenfield Recorder in which another of the women who had
been asked to leave the class described the events of that evening. This
letter describes the writer's perception of humanistic education as a "type
of group psychological therapy and sets the child up to talk. She
said
that her son had "led this type of thing at a junior high
school in
Virginia." He said the program is based on trust
. . .-and the kids talk about anything they
want to including parents and family. I asked
if he didn't think this should be handled in
the privacy of a doctor's office with a doctor's
care. . .
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The writer stated her concern about the "gestalt theory of education which
is training the whole child" as follows;
If I remember right Hitler did this! What
are parents for? Are we to become breeding
stock? This will be pushed all over the state.
Another letter writer (Greenfield Recorder . October 30, 1972) per-
ceived the Montague program as "an attempt on the teacher to get into the
child's mind and feelings." She felt that this should be the Job of a
mental health specialist and not a teacher. She stated that the program
"would eventually get into changing the attitudes and values of the child"
and that she "could not in any specific way understand where it would
ultimately relate in training the child to improve his academic skills."
Her term for humanistic education was "intellectual garbage."
During the fall of 1972 the Massachusetts State Board of Education
was in the process of selecting a new Commissioner of Education. The
Concerned Parents for Education circulated a petition introduced by the
following statement
:
WE, THE UEDERSIGNED , PROPOSE THAT THE GOVERNOR
AND THE BOARD OF EDUCATION OF THE COMMONWEALTH
OF MASSACHUSETTS GIVE DUE CONSIDERATION TO THE
QUALIFICATION FOR THE NEXT COMMISSIONER OF
EDUCATION WHICH ARE COMPATABLE (sic) TO THE
REQUIREMENTS AS SET FORTH BY THE UNDERSIGNED
CITIZENS OF THE COMMONWEALTH OF MASSACHUSETTS.
FUNDAMENTALLY, THESE REQUIREMENTS REJECT ALL
EDUCATIONAL INNOVATIONS WHICH HAVE AN UNDER-
LINING MOTIVE OF PRODUCING A NEW SOCIAL ORDER
THROUGH ATTITUDES, VALUES, ASSESSMENT, BEHAVIORISM,
HUMANISM, SENSITIVITY, SOCIAL ETHICS AND MANAGE-
MENT. WE ENDORSE A COMMISSIONER OF EDUCATION WHO
WILL BE CONCERNED WITH THE EDUCATIONAL OBJECTIVES
OF ENFORCING THE TEACHING OF BASIC ACADEMIC SKILLS
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TO EVERY STUDENT OF THE COMMONWEALTH
REGARDLESS OF INTELLECTUAL, ECONOMICAL OR
SOCIAL STATUS.
In a letter accompanying the petition the Concerned Parents express
their opposition to an educational philosophy which includes the teaching
of a humanistic curriculum.” In this letter, "humanistic curriculum”
is eq[uated with "humanism”—"A religion (which) denies the divinity of God.”
The letter closes with a plea to the petition circulators: "Please help
us in bringing our schools back to the fundamentals of quality education
through the teaching of basic academic skills.”
On March 11, 197^ a letter by a Springfield, Massachusetts woman
appeared in the Greenfield Recorder entitled "Is the Flag Saluted at
Montague Schools?” This writer, too, perceives "humanistic education” to
be the same as "humanism”
:
Today, the three R's in our public schools are
being replaced by the social -and behavioral
sciences interlaced with an alien philosophy
called humanism, from kindergarten on up.
Humanism: (a) the quality of being humane,
understanding and considerate, (b) a secular
religion by Supreme Court decision (Torcaso-
Watkins 19^1 ) denies the existence of God;
asserts the philosophy of "no absolutes, no




Billions of taxpayers* dollars made available
under the Elementary and Secondary Act 19^5
(ESEA) allowed those in control of the education
establishment (not to be confused with dedicated
teachers) to move swiftly introducing programs
riddled with this secular h-omanist view of man. . .
In nearby Montague City, the first half hour of
each school day is devoted to secular humanism.
One wonders if they salute the flag!
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This writer recommends that readers write their Congressmen to
support the Freer Schools Act introduced by Congressman Earl Landgrebe of
Indiana, which is explained as being
positive, protective legislation (which)
would phase out and/or amend Title I and
Title III of ESEA to basic skills and basic
skills development; prohibit programs that
violate the rights of parents with respect
to the moral, mental, and physical develop-
ment of their children; prohibit the use of
psychotherapy techniques such as sensitivity
training, group therapy, psychodrama, etc.
Call euphemisms for brainwashing).
This bill to which the writer refers is H.R, 10639 presented to the
House of Representatives on October I9, 1973. It concerns Title I and
VIII of the Elementary and Secondary Act of I965. Section 8l2, Part C of
the bill deals with the "Protection of Pupil Rights" as follows:
/
(c) No program shall be assisted under this act,
or under Title I of the Elementary and Secondary *
Education Act of 1965j under which teachers or other
school employees , or other persons brought into the
school, use psychotherapy techniques such as group
therapy or sensitivity training. As used in this
sub-section, group therapy and sensitivity training
mean group processes where the student's intimate
and personal feelings, emotions, values, or beliefs
are openly exposed to the group or where emotions,
feelings, or attitudes are directed by one or more
members of the group toward another member of the
group or where loles are assigned to pupils for the
purpose of classifying, controlling, or predicting
behavior.
Concerns about humanistic education as expressed in these examples
can be placed in several categories. For instance, some of the perceptions
of humanistic education are based on inaccurate information, i.e., the
perception that humanistic education and humanism are synonymous.
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Other comments reflect a concern that humanistic education is
some kind of therapy
j Shouldn't this he handled in the privacy of a
doctor's office?" "This should he the Joh of a mental health specialist
and not a teacher."
Himianistic education is also perceived as a threat: "If I remember
right Hitler did this!
;
' sensitivity training, group therapy, psychodrama
(all euphemisms for hrainwashing)"
, "an attempt on the teacher to get into
the child's mind and feelings."
The cultural tahoo against self-inquiry is illustrated in the pro-
posed Congressional legislation which would han federal funds for projects
using "group processes where the student's intimate and personal feelings,
emotions, values, and beliefs are openly exposed to the group."
Put in the context of these concerns, the question of parental
understanding and support for humanistic education in this community seems
doubly Important.
C. Problems in Implementing Humanistic Education
In addition to the issue of whether or not self-inquiry is a
legitimate subject for public school study, there are other concerns
which must be dealt with in implementing humanistic education:
1. Specificity and Appropriateness of Goals
A question often asked by parents and others about humanistic
education is, "What is this program supposed to accomplish?" In order
to answer, one needs to have specific, measurable goals in mind. However,
the overall objectives of humanistic education have been criticized
as
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lacking focus. "It was evident from surveying the field that goal state-
ments of various affective/humanistic programs and curricula are at best
too vague, poetic, fragmented, groundless and non-measurable ," (Weinstein
and Alschuler, 1973, p. l).
For instance, one list of goals defines himianistic education as
education which:
1. Helps individuals to acquire the information and skills
which are necessary if they are to fulfill basic
physiological needs.
2. Helps to facilitate the development of individuals who are
able to manipulate their environment in a way which insures
their survival aid happiness and, at the same time, does not
interfere with the survival and happiness of others.
3. Facilitates the development of individuals who accept
responsibility for their own behavior.
4. Provides an atmosphere which fosters the growth of positive
self-concept in students.
5. Helps individuals to acquire self-knowledge.
6. Fosters the development of sensitive caring human beings, who
have the capacity for empathy, a sense of responsibility for
others, and both the willingness and ability to act to help
others
.
7. Creates a climate in which individuals are free to express
dissent and in which channels are available for transforming
dissent into constructive action.
8. Makes learners the major data source in determining educational
objectives.
9. Provides a maximum number of learning opportunities which
students can choose from in attempting to reach the same
objectives (Phillips, 1970, p. l).
Goal statements such as these are confusing to teachers who must
try to interpret them and devise ways of reaching them.
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Shallcross (1973) found that respondents In her investigation of
the instructional concerns of teachers in implementing humanistic
psychological curriculum expressed concern about the lack of specificity
in both short and long term objectives.
She recommends that: (l) objectives be stated in ways that teachers
can interpret and understand them; (2) that they be defined in behavioral
terms for learners; (3) that teachers be given a grasp of the level of
specificity of the objectives for psychological curriculum; (U) that having
teachers help formulate the curricular objectives would be helpful in
maintaining a reality base of the classroom toward realistic short-and-
long term goals Cp. 86).
Not only are the objectives of humanistic education strategies
often vague, they are sometimes not appropriate for the students using
them. Weinstein and Alschuler (1973, p. 3) cite the need for using
developmental criteria in determining the appropriateness of goals and
procedures. At present, teachers being trained to use humanistic
education are often simply introduced to a host of strategies and techniques
They are expected to make their own decisions about what is appropriate
for their particular grade or class.
In addition, objectives need to be oriented toward "long-term
internationalization rather than short-term arousal," (Weinstein and
Alschuler, 1973, p. ^). Some teachers have used humanistic education
activities as a "filler"—because they are fun and keep the class interested
or when there is extra time at the end of the day. If used in this way,
the program could become, as one Montague teacher wrote, "a cop-out for
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ineffective teachers" (Jones, 1974).
2. Trainer and Teacher Competency
Another cj^uestion raised hy school hoards and parents in connection
vith the use of humanistic education is "What kind of training do teachers
need in order to use hiimanistic education in their classrooms, and who
will do this training?"
Birnhaum C1969 ) contends that the most serious threat to the use of
human relations training in the schools comes not from those who say it
"smacks of therapy" or from those who equate it with "brainwashing" but
rather from "its enthusiastic but frequently unsophisticated school
supporters," and from "a host of newly hatched trainers, long on enthusiasm
or entrepreneurial expertise, but short on professional experience, skill
and wisdom" (p. 82 ).
Maliver (1973) states that many clinicians acting as consultants to
school systems have provided experiences for which their backgrounds have
not qualified them and which do not address specific school-related
problems instead using "the basic personal growth approach, applied in
the hope that it will improve education" (p. 191)-
Weinstein and Alschuler (1973, p. 5) feel that a lack of adequate
programs for the "training of trainers" is one of five major problem areas
they have encountered in tleir work in developing and implementing humanistic
psychological curriculum in schools. To date, they feel that most training
consists of "psychological repetoire acquisition acquiring a set of
techniques or strategies from a particular psychological mode
such as
gestalt or psychosynthesis -and then letting the educational goal become
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whatever the goal of that particular psychological mode happens to be
.
the procedure dictating the goal rather than the reverse.
One study which looked at several dimensions of trainer behaviors
and the effects of these behaviors on participants in their groups was
conducted by Lieberman, Yalom, and Miles (1973). Two hundred and six
Stanford University students were randomly assigned to seventeen different
groups, including psychodrama, gestalt, transactional analysis, Synanon,
t—groups
, and a Bell and Howell PEER tape. Observers rated the trainers*
global style, their primary focus in the group, and their behavior.
Observers and participants rated the trainers on U8 scales which were
later reduced through factor analysis to four dimensions of leader
behavior".emotional stimulation, caring, meaning attribution, and
executive functions.
As far as group casualties were concerned, the problem seemed to
be more a function of the trainer's style than the designated type of
group. The researchers found that the most effective trainers were those
labeled as "providers"—moderate in stimulation and executive behavior,
high in caring and meaning attribution (the giving of cognitive meaning
to experiences that the group members had undergone).
Two recent studies dealing with teacher training for humanistic
education (Wightman, 1973; Mulcahey, 197^) have cited the need for looking
at specific humanistic teacher behaviors that can be taught and evaluated^
possibly in a manner similar to the Lieberman, Yalom, and Miles study.
This seems to be a more promising direction for teacher training than
the
present method of introducing teachers to endless strategies and
techniques.
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That the cook book" method has not been successful is evidenced
by the fact that teachers in the Shallcross study (1973) expressed a
great amount of concern in the area of dealing with the subject matter
and skills needed in teaching psychological curriculum and emphasized
their need for further training.
In general, their concerns in this area dealt with:
1. The uniqueness of the subject matter.
a. It concentrates on the realm of the personal.
b. It doesn't allow the distance between teacher
and student that conventional subject matter
often does.
2. Confidence in skills ability.
a. The subject matter calls for the conduction
of skills not ordinarily used in conventional
subject matter, for example, processing thoughts
and feelings or conducting a fantasy exercise.
b. The openness of the subject matter places
greater demands on the teacher's on-the-spot
flexibility with skills (Shallcross, 1973, p. 7^)-
3. Program Evaluation
As programs with an explicit emphasis on the affective domain
increase, the need for accurate ways of evaluating their effectiveness
becomes greater. This has been a topic of persistent concern for both
theoreticians and practitioners for several reasons:
Many, 'if not all of the goals advocated by
himianistic educators do not have accompanying
validated measures. As a result, it is difficult
to respond to the legitimate questions of parents
and administrators v;ho want to know whether the
course "works," whether it's worth the scarce
time and money invested. It is equally difficult
for humanistic educators to regularly assess their
31
efforts and, using this feedback, progressively
increase their effectiveness" (Weinstein and
Alschuler, 1973, p. 5).
Researchers (Gollub, 1972; Weinstein and Alschuler, 1973) point to
the inadequacies and inappropriateness of existing pencil-and-paper
instruments currently being used for measurement in humanistic education.
Consequently, program direcbors or evaluators have had to rely on such
indirect measurements of the program's effectiveness as attendance and
tardiness .i^ecords of social vgrkers and discipline referrals.
Difficulties in using these indirect approaches to measure a
program s effectiveness can be illustrated by looking at evaluation reports
of the Montague Project itself.
Attendance figures of students in grades 1-6 for the two years
previous to the introduction of humanistic education (1970-71; 1971-72)
were compared with attendance figures during the first year of implementa-
tion C1972-I973). No significant difference was found in the average
daily attendance figures for these three years.
Scores on the Stanford Achievement Test for grades 2, 4, and 6
were compared over the same three year period. While there were some
variations within sub-scores (for instance, scores on arithmetic computa-
tion in grade two declined, while in grade four they increased) overall,
there have been no significant differences in achievement since the
implementation of humanistip ednmtlftn. At least, since there was no
significant decrease in scores , the conclusion may be reached that spending
time on humanistic education activities did not interfere with the goals
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of the academic program (Jones, I97U).
For the 1972-1973 evaluation of the project, pre- and post-testing
of teachers and students vas done, using a self-esteem inventory for
immediate students (grades U-6 ) and a self-appraisal inventory for primary
students (grades K-3). Teachers used a self-inventory of attitudes and
behaviors. The results of this testing program vere as follows:
No significant change occurred "in the pre- and
post-measurement of self-esteem in the primary
group. In fact, mean test results were almost
identical with a high positive correlation between
both testings.
A slight decrease developed between the pre- and
post-test measurements with intermediate students.
This decrease proved not significant, however.
No significant correlation existed between the
two testings.
An analysis of the pre- and post- reporting of
teachers using the Self-Inventory of attitudes and
behaviors resulted in no significant change being
recorded
.
In addition, in this study no significant correla-
tion was found between teacher self-ratings on
attitudes and behaviors and the self-esteem scores
of the students in their classrooms (Wightman,
1973).
Other humanistic education projects have used similar approaches to
measure their effectiveness. One part of the 1972-73 evaluation of the
Affective Education Program in the Philadelphia School System compared a
class of thirty-five students having affective teachers for all core
subjects with a comparison group. The findings indicated that students
with the Affective teacher team improved significantly over a comparison
group in reading as measured by the Silent Reading Comprehension Levels
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test. In a four month period, students in the affective group were absent
from school nearly half as often and tardy less than one-third as often
as comparison group students.
In the confluent education program in Santa Barbara, California,
Brown (l9Tl) reports a comparison of test results between two successive
ninth grade classes studying the American Constitution. The classes which
had been taught confluently obtained 210 A's and 153 grades of B, C, D, or
F, in contrast to the previous year’s class (taught traditionally by the
same teacher) in which there were 39 A's, and 326 grades of B, C, D, or F.
This comparison was not done as part of a pilanned evaluation; it was only
after the teacher, Robin Montz, had been surprised at the results that he
checked SCAT and STEP scores to see if his current class had scored as
"more intelligent." Since this was not so, it was concluded that the
teaching approach had made the difference.
These examples of evaluation techniques from three major project
sites, while showing that humanistic education does not have an adverse
effect and, indeed, may improve achievement or attendance, do not evaluate
the goals of the program itself. For the present the question "Does
humanistic education work?" remains unanswered.
Summary
A number of surveys of parent and community attitudes toward
education in general were reviewed in Part I, These studies indicate
that parents and citizens do want more information about school
programs—
particularly in the area of curriculum innovations. While more information
does not necessarily mean Increased financial support, it was found that
the more firsthand knowledge people have about schools, the more favorable
are their views. It was concluded that changes in the schools are more
likely to be accepted when there is general satisfaction with the over-all
educational system itself. There are also indications that the public’s
receptiveness to new ideas and to change is greater than educators have
been inclined to think. Surveys indicate a generally high degree of
support for schools, especially for programs stressing "hard work" and
’’intellectual training," with a corresponding concern about "lack of
discipline" and "too much play" in schools.
Issues specifically related to the implementation of humanistic
education were revie\red in Part II. These include the need for legitimizing
the value of self-study as a part of the school curriculum; the need for
defining specific, appropriate, long-term objectives; the need for
improved training programs for consultants and teachers, and the need for
better evaluation procedures.
CHAPTER III
PROJECT BACKGROUND AND METHODOLOGY
I. Pro.lect Backp;round
A. Community Background
This study investigates the perceptions of 60 parents whose children
are participating in a humanistic education program. Project CARE, operating
within the Mongague and Gill-Montague School Districts. The Montague
Public School System provides education for 865 children in grades K-6 in
the villages of Lake Pleasant, Millers Falls, Montague Center, Montague
City, and Turners Falls, Massachusetts. These five villages together are
known as the Town of Montague. The Gill-Montague School District opened
a new regional Junior-Senior High School in Turners Falls in September,
1973. This school provides education for 1,036 students in grades 7-12
from Gill and communities comprising the Town of Montague.
These communities are located in Franklin County, in northwestern
Massachusetts. They are situated in the Connecticut River Valley at the
junction of the Connecticut and Millers Rivers, and are bordered by the_
towns of Sunderland, Leverett, Greenfield, Deerfield, and Erving. The
'
University of Massachusetts is located fifteen miles to the south, in
Amherst.
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The residents of Montague are primarily employed in local businesses
and factories, vith some commuting to vork in Greenfield or Amherst. This
was once an industrial area with paper manufacturing plants and machine
shops. However, many of the factories have now closed and the commercial
districts of the towns exhibit some characteristics of a depressed area.
This may all be changed in the future if a proposed $1.5 billion nuclear
power plant is built
^
on the Montague Plains.
B. History of the Project
Project C.A.R.E. has been in operation as an ESEA Title III project
in the Montague School System since August 1972. However, interest and
teacher-training in humanistic education actually goes back to February,
1971 s when the Montague School System first became affiliated with the
Center for Humanistic Education at the University of Massachusetts. At
that time it was one of several project schools trying out humanistic
education curriculum being developed at the Center as part of a grant from
the Ford Foundation under the direction of Professor Gerald Weinstein.
Enthusiasm in the school system for this pilot project led to the
writing and subsequent funding of a Title III ESEA grant which would expand
teacher training and implementation of humanistic education to all teachers
and students in grades '•K-6 during the 1972-73 school year.
The program for that year included the following parts:
1. Teacher-Training
A two week training workshop was held in August 1972, for kh
elementary teachers and administrative personnel. This workshop was
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designed and led by the humanistic education staff (a team of five doctoral
students from the Center for Humanistic Education, hired for the entire
school year on a half time basis) and a full-time program director. Its
purposes were: (a) to provide opportunities for elementary personnel to
experience humanistic education, and (b) to provide the tools and skills
for implementing humanistic education curriculum.
The workshop focused on such areas as: Values Clarification, Magic
Circle Skills, theater improvization, creative problem solving, D.istening,
communication, and decision-making skills, role-playing, fantasy, develop-
ment of positive self-concept and use of the Trumpet.
In addition to the sviramer workshop, nine monthly two hour inservice
training sessions were led by the humanistic education staff, expanding
upon the ideas introduced diring the initial workshop.
Four courses during the spring semester were offered, through the
Continuing Education Division Department at the University, by humanistic
education staff members for teachers who wished to work more intensely in
specific areas of humanistic education.
2. Teacher Support
During the school year, each humanistic education staff member worked
closely with a group of eight to twelve teachers comprising the staff of
one school or two small schools. Staff members worked with teachers in
their classrooms and in weekly individual conferences. Support group
meetings also provided an opportunity for each staff member to meet
with
her group of teachers. A weekly newsletter was developed with
teachers
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submitting suggestions and activities they had tried in their classroom to
share with the entire elementary faculty.
3. Classroom Implementation
Humanistic education was taught throughout the elementary school
system during the first half hour of each school day. During this time
children were in "family groups" of two or three grade levels. In addition,
four classes in humanistic education were offered each semester at the
high school by teachers who had been trained at the time of Montague’s
participation in the Center for Humanistic Education's project.
U. Parent and Community Involvement
Both in the fall and spring, a 10 week evening course was offered
to interested parents and townspeople by the Program Director. A total of
72 people completed these courses
.
During the year, humanistic education staff members spoke at a number
of school "open houses" nights to acquaint parents with the program. The
program director was guest speaker at various community meetings including
Rotary, the County Mental Health Clinic and church groups.
In May a group of parents who had completed the parent
training
helped to sponsor a series of "coffee hours" in the elementary
schools to
explain the program to other parents.
5 . Changes in the Program 1973-T^
In the summer of 19T3 the humanistic education
program was re-funded
by federal authorities at the same monetary
level as the previous year.
In addition, the Gill-Montague School
District had voted in the spring of
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19T3, the sum of $10,000 in local funds to support the program.
The major thrust of the second year's activities was the expansion
of the program to include grades 7-12.
A two-week workshop was held in August 1973 to trai n t.h-i rtv-fniir
^
secondary personnel in the use of confluent education. The difference
between this program and the training program of the year before lies in
its focus. The congruent approach used in the previous year's training
sees the self as content and focuses on increasing the child's self-
knowledge .
Since there were already a sufficient number of "Education of the
Self" coiirses being offered to secondary students by teachers trained at
the University of Massachusetts, it was felt by project staff members that
a confluent approach (one in which cognitive and affective components of
the curriculum are synthesized to make the lesson more relevant to the
students' concerns) would be useful to teachers interested in becoming
involved in the project. Two trainers affiliated with the University of
California at Santa Barbara, where most of the work in developing confluent
education has been done, led this training.
One important change from last year was in making this program
strictly voluntary. At the end of the two weeks' training period, teachers
were given the opportunity to involve themselves in the program to the
degree with which they felt comfortable, ranging from joining
a weekly
support group, to working individually with staff members
without the
affiliation of a support group, or leaving the project
altogether.
Additional training was offered to teachers in the form
of an Education of the Self" course taught by Gerald Weinstein specifically
for Montague teachers. Twenty teachers elected to take this fifteen week
course taught at the University of Massachusetts campus in Amherst.
Another change in the program in 1973-7 U was the addition of an 8
session course for elementary and secondary administrators to give them
^^^i"tional training in evaluating teachers’ competency in teaching humanistic
education.
In the area of parent and community involvement a third course for
parents was offered and a nine member Parents’ Advisory Council was formed.
D. Program Description
Several approaches to humanistic education have been incorporated in
the design of Project C.A.R.E. five of its major components are described
below:
1. Human Development Program (Magic Circle)
The basis for the humanistic education classes in grades K-3 has
I
been the Human Development Program developed by Harold Bessell and Uvaldo
Paloraares. This curriculum revolves around the three themes of awareness
(knowing what one’s thoughts, feelings and actions are), mastery (knowing
one’s abilities and how to use them), and social interaction (knowing
other people).
Major support for this approach comes from the personality-develop-
ment theory of Karen Homey, which emphasizes the achievement of mastery in
order to gain approval (Bessell, 19T0).
A format called the "Magic Circle" is the means by which the
teacher
and a group of ten to twelve students explore their thoughts,
feelings, and
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behaviors on a regular basis. The teacher usually acts as group facilitator,
introducing the discussion topic, making sure that each child who wants to
has a chance to participate, and making sure that what he/she has said is
reflected back (repeated) by aomeone else in the circle.
Palomares and Rubini (1973) describe "Awareness” activities as "an
opportunity (fo^children) to develop an ^wa.rpn̂ ss of their positive and
.Jiegabive^ and negative thoughts, and constructive and
destructive behaviors^(p. 699). Awareness topics such as "I had a very
scary dream, "One way I wish I could be different," or "Something I wish
for that is impossible" help children realize that they are much more like
each other than they are different
.
Mastery activities are described as being "designed to enhance
children's feelings about themselves and their control of their environment"
(Palomares and Rubini , 1973, p. 655)* In the "Magic Circle" each child might
talk about "Something I can do well" or "A promise that I made and kept."
In the social interaction phase children learn to understand the
element of causality of human relationships. Topics such as "Something
that I can do to mako you feel good or bad" and "Something that you can do
can make me feel good or bad" help children explore their effects on others
(Palomares and Rubini, 1973, p. 656 ).
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2. Self-Science Education (The Trumpet)
In the upper grades and in the two elective classes in the high
school, the curriculum is based upon use of a model called the Trumpet
(Weinstein and Fantini, 1970).
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The Trumpet is a step-by-step procedure through which a student may
learn more about his/her own behaviors. A preliminary step in the sequence
is the diagnosis of individual concerns. According to Weinstein and
Fantini (19T0) these concerns relate to three categories: Identity:
^o am I? Do I count?), Connectedness (To whom do I belong? How do I
relate? ) , and Power (Do I have any control over what happens to me? )
.
The Trumpet itself involves the following series of eight steps:
Step I: Experience confrontations
In this step, the student, through an exercise or a real
experience^ interacts with a situation that generates data.
Step II: Inventory responses
The student observes his feelings, thoughts, and actions in
response to the confrontation, by answering such questions as:
”How did I respond?” "Was it a common or an unusual response for
me? "
Step III: Recognize patterns
Either by habit or preference each person has certain patterns
of consistent behavior. In this step, the student becomes aware
of his/her patterns by answering questions such as: "What is my
usual response?' or 'What is typical of me?
"
Step IV: Own patterns
Step IV asks the student to identify the function of his/her
pattern. "How does this pattern serve me?" "What does it help
me avoid?" are questions which help the student to acknowledge and
accept his/her patterns.
Step V: Consider consequences
"Is your pattern getting you what you want?" "What price
are
you paying for your pattern?" are questions asked at this
point.
This step looks at the results to the student of using
his/her
pattern.
step VI: Allow alternatives
In this step of the sequence, the student is given the opportunity
to try out new ways of behaving. He/she asks him/herself, "Will
I allow myself any additional patterns of response?" The idea of
experimenting with new behavior is not necessarily to discard the
old, but rather to expand one’s repertoire of ways of behaving.
Step yil : Make evaluations
This step asks students who have tried out new behavior the
question. What happened when I allowed myself a new behavior?"
Although students may receive feedback from others on how the
new behavior looked to them, the final evaluation rests with
the experimenter.
Step VIII; Choose
The last step permits the student to choose which behaviors
worked best. He/she answers the question: "Now that I have a
choice, which behaviors do I want to use?" Choice is the final
product in this process of expanding one's ways of behaving.
The overall objective of the Trumpet is to provide the student with
a cognitive map to use in working through a set of personal observations.
Although it does not provide solutions, it is an aid in setting direction
for the inquiry. It systematizes introspection by providing models of the
kinds of questions the student might ask at each step (Weinstein, 1973).
3. Confluent Education
At the secondary level there are presently two divisions of "Education
of the Self" (self-science education) being taught as semester-long elective
courses by teachers trained as part of the Center for Humanistic Education's
Ford curriculum project.
In addition, a number of teachers are using a confluent approach in
their regular academic classes.
The basic premise of confluent education is that the cognitive and
affective domains are inseparable in learning—that is, one does not divorce
the intellectual function involved in learning a concept from the feelings
about that concept.
The prime developer of this approach is George I. Brown of the
University of California, Santa Barbara. Project PRICE (Development and
Research in Confluent Education) began as a Ford Foundation grant awarded
to Esalen Institute for a pilot study to explore the possibility of
applying the approaches and techniques of humanistic psychology and the
human potential movement to education. During the first year of the
project, 1967-68, twelve teachers drawn from various grade levels met one
weekend a month at Big Sur in order to develop curricula and methodology
>
which would combine the cognitive and affective domains of learning.
Examples of work that derived from this project are described in
Brown's book. Human Teaching for Human Learning (19TI) as well as in a
number of occasional papers written by members of the DRICE staff. For
instance, a confluent English unit based on the book Lord of the Flies by
William Golding includes such elements as fantasy, meditation, and listening
to music, along with group discussion and theme writing.
Teachers in Mon'tague have developed confluent lessons utilizing such
methods as role-playing, simulation games, and Journal keeping in blending
the cognitive and affective elements of their classes.
45
4 . Values Clarification
The Values Clarification method centers on the process of valuing
rather than on the content of people’s values. Through the use of systematic
questioning, moral dilemmas, forced choices, rank orders, or continuums,
students are given an opportunity to sort out their own degree of commitment
to the issues being raised. The seven criteria of a value, according to




( 3 ) after thoughtful consideration of the consequences
of each alternative
Prizing: ( 4 ) cherishing, being happy with the choice
( 5 ) willing to affirm the choices publicly
Acting
:
(6)- doing something with the choice
( 7 ) repeatedly, in some pattern of life
(Paths, Harmin, and Simon, I966, p. 30 )
The Values Clarification approach does not aim to instill any
particular set of values; rather the goal is to help students apply the
valuing processes to already formed beliefs and behavior patterns and to
emerging patterns.
To accomplish this, the teacher uses approaches which help students
become aware of the beliefs and behaviors they prize and would stand up for.
A number of . strategies have been designed by Simon and his associates which
encourage students to consider alternative modes of thinking and acting.
These strategies have been used both congruently and also have been incorporated
confluently into existing courses by Montague teachers.
Ii6
5 . Process-Concerns Curriculim
The Philadelphia Affective Education Development Program, one of the
first public school programs in humanistic education, has been in operation
since I967. Its philosophy is based upon two major assumptions: that the
content presented to students should be organized around processes , and
that effective learning takes place in students only when there is direct
connection between what is happening in the classroom and student concerns .
An information-processing model developed by Terry Borton and Norman
Newberg, is at the heart cf the program. By sensing (^ollecting information),
transforming (sorting, evaluating, and putting together the information)
and acting (behaving in a resulting way on the basis of the information),
students are helned to gain greater conscious control over themselves,
T n+e-K-po-rsonal relations, and their environment. These processes have
been formulated by Newberg and Borton as a "What?" (sensing), "So what?"
(transforming), "Now What? (Acting) model.
Making the classroom experiential is another aspect of the program.
Gaming, role-playing, fantasy, physicalizing and a variety of group dynamics
techniques are used to involve students in the learning process. The
program has developed procedures that allow students to learn decision-
making and questioning -processes , and places emphasis on feedback skills.
The Montague Project has incorporated aspects of this program in its
teacher-training, specifically the use of "gaming guidelines," "I-messages
,"
and guidelines for role-playing.
E. Parents' Coirrse
The purpose of the Montague Parents' course in hiimanistic education
was to give residents of the community a chance to experience some of the
processes Just described that had been added to the curriculum of their
town's school system. A summary of the specific activities included in the
parents' sessions, adapted from an account written by Paul Bassett, may be
found in Appendix B.
II . Methodology
A. Sample
Sixty parents whose children are currently attending school in the
Montague Public School System comprise the sample for this study. These
parents were selected from two groups. The names of thirty parents were
randomly chosen from registration lists of people who had participated in
any of the three ten-session parents' courses that had been offered as part
of the humanistic education project. A master list of students' names and
addresses was used to compile a listing of households in the community in
which there were students currently attending the local school system. From
this listing thirty households were randomly selected. Respondents from
both groups were interviewed individually.
B. Developing and Fierd-Testing the Questionnaire
Several drafts of the instrument used as the basis of the interview
were developed. Each draft was reviewed by the other four members of
the
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Montague h\imanistic education staff, each of whom has an extensive background
of training and practical experience in implementing htimanistic education.
Their suggestions for revisions were incorporated into the questionnaire.
Members of the writer’s doctoral committee also read and commented on
various drafts. A near-final version of the questionnaire was field tested
at a meeting of the 'Title III Parents' Advisory Council on January l6 ,
1974, At that time the Interview questions were asked to seven members of
the Council, all of whom had completed the parents’ course in humanistic
education. In addition to answering the questions, the parents were asked
to comment on the interview itself as follows:
1 . Was the meaning of any of the questions hard to understand?
2 . Would you suggest any changes in the 'order in which the
questions were asked?
3 . Were there any questions that you felt uncomfortable in
answering?
4 . Were there any questions which you feel
ghould be omitted?
5. Are there any additional questions about
humanistic education
which you feel should be included in this interview?
6 . Would you like to make any other comments about
the inter-
view format or about this study of the h-umanistic
education
program?
As a result of this field test some reylslons
were made in wording.
For Instance, references to Project C.A.R.E.
were deleted and the program
was consistently referred to as "humanistic
education" throughout.
The order in which the auestions were asked
was changed as a result
of parents' saying they felt more at
ease answering routine questions
such
as number and grade of children and
how they had received information
about
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the program as a "varm-up" before getting to more difficult items such as
defining humanistic education.





I appreciate your willingness to take time to participate in
this survey. Knowing how parents feel about the humanistic
education program that is a part of our school system is
important in determining its over-all effectiveness. I
assure you that no names will be used in making this report,
so whatever you say will remain anonymous.
The questions I am going to ask you will be about these three
areas: Cl) your ideas of what the program consists of and
its purpose; (2) any effects you feel that program may have
had on your children; (3) whether or not you feel that the
program should be continued.
Interviewer: 1. How many children do you. have currently attending school












3. Had you ever heard of humanistic education before it was





Interviewer: h. Have you ever taken the parents’ course
in humanistic






Interviewer: 5. What were your reasons for taking/not taking it?
Parent : Responds
Interviewer: 6. In what ways have you received information about the
humanistic education program? (check appropriate answers)
Open house or PTA meeting at school
'
Coffee hour at school
Other civic meeting (name group)
Talking with other parents
Local newspaper articles
Talking about it with children
Newsletter
Other (specify )
' Have not received information about this program
Interviewer: 7. If a parent from another town were to ask you the question,
"What humanistic education?", what do you think you would
say to him/her?
Parent : Responds
Interviewer: 8. If this same person were to ask, "What does the program
consist of?" or "What do children do when they are having
humanistic education?", what would you say?
Parent: Responds
Interviewer: 9. Have you noticed any change in the way your child acts or
feels since the humanistic education program began in the
Montague School System? If so, can you describe the change?
Do you think that this has been a positive change or a negative
change?
Parent : Responds
Interviewer: 10. Do you think sufficient emphasis, too much emphasis, or
too little emphasis is currently being spent on humanistic
education in the Montague School System?
Parent : Responds
Interviewer: 11. If you had to vote on whether or not
humanistic education
should be continued in the school curriculum, would
you vote













12. Are there any further comments you would like to make about
the humanistic education program?
Responds
13. How good a job do you think the Montague School System
is doing over-all in educating your children?
1
; 2 3 ^
~
Excellent Poor
l4. How would you rate the Montague School System in comparison
to other school systems of similar size?
a. in physical facilities?
1 2 ^ • 3 . 4
Excellent Poor
15.
Cb) in the quantity of educational opportunities for
children?
__ — 2 3 3
"
Excellent ' Poor






IT . Sex : M F
18. Occupation
19. Highest level of education completed
20. Do you have any connection with the Montague
School System
other than as a parent?
Interviewer
:





D. Training the Interviewers
A training session for the two women, both Montague residents, who
would be conducting the interviews was held on February 27, I97 U. At that
time they practiced administering the interview questionnaire and discussed
general interviewing techniques, including the importance of remaining
neutral throughout the process and the importance of reading the questions
exactly as worded so that the conditions for each interview would be as
nearly identical as possible. The interviewers were given a list of names,
addresses
, and telephone numbers of the parents who had been randomly
selected for the study, along with a supply of mimeographed forms developed
to record answers and plain, white envelopes in which the parents could
seal their completed forms.
E. Collecting the Data
The interviews were conducted between March 1 and May 30, 197^. The
interviewers contacted the parents by telephone to explain the study and to
arrange a date and time for the interview. In the case of the "non-enrolled"
parents, the randomly selected households were contacted, and an appoint-
ment was made with whichever parent was available to be interviewed. The
interviews took place in the parents' homes.
53
F. Treatment of Data
After the interviews had been completed the answers were examined
through content analysis. Answers to the questions, "What is humanistic
education?" and "What do children do when they are having humanistic
education?" were noted, recorded and summed by category and then rated for
accuracy. The other quest icns were scored for the frequency with which
responses were given.
Comparisons were then made between responses of parents who had
taken a course in humanistic education and those who had not taken such a
course on:
1. Knowledge of basic concepts of humanistic education.
2. Knowledge of content of this program in humanistic education.
3. Degree of support for program.
U. Observed change in children.
5. Ratings of over-all quality of school system.
The findings secured in this manner are presented in Chapter IV.
CHAPTER lY
FINDINGS
This chapter presents and compares findings from the data collected
by interviewing representatives of two sample groups, one group composed
of thirty parents who had been enrolled in a ten—session adult course in
humanistic education, the other group composed of thirty parents who had
not been enrolled in such a course. In the discussion which follows these
two groups will be referred to as the "enrolled -parents" and the "non-
enrolled parents."
Characteristics of Parent Groups
Parents from both groups were asked to indicate the number of school-
age children in their families and the grade levels in which they are
currently enrolled. Table 1 siimmarizes this data.
The sixty respondents are parents of a total of 152 school-age
children v:hich is 8^ of the entire school population. Children of enrolled
parents represent 3^ of the school population, while children of non-
enrolled parents represent 5^ of the school population. The child-parent
ratio of the enrolled parents' group was approximately 2:1; the
child-
parent ratio of the non-enrolled parents' group was approximately
3:1. Each
grade level from K-12 was represented in the sample.
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TABLE 1
NUMBERS AND GRADE LEVELS OF PUPILS REPRESENTED
BY PARENTS IN THE STUDY










































TOTALS 58 9k 152
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Parents were also asked to indicate their sex, occupation, and
highest level of education completed. A summary of this data is presented
in Tables 2, 3, and 4.
The largest number of respondents in both groups were women high
school graduates who listed themselves as housewives. The second most
freq^uently mentioned category of work for both groups was "vocational."
Included in this classification were such occupations as security officer,
histology technician, tool grinder, cosmetologist, seamstress, and store
clerk. Less frequently mentioned by either group were clerical jobs
(secretary, office clerk) and professional work (civil engineer, college
administrator)
.
The percentage of parents from each group who indicated that they
were high school graduates was similar: 60^ for enrolled parents, 63^
for non-enrolled parents, while the percentage was exactly the same, 13^,
in both groups for those who had some post-secondary education, (junior
college, laboratory training, nursing school, etc.). Differences appeared
at each end of the scale with 13^ of the non-enrolled parents indicating
less than high school completion (compared with 0^ for enrolled parents),
while 20^ of enrolled parents indicated a college degree compared with
3.3^ of non-enrolled' pafents
.
Ratings of Over-all School System Made by Parent Groups
Parents were asked to rate the Montague school system from
excellent















Female 28 93.3 23 T6.T 51 85.0
Male 2 6.7 T 23.3 9 15.0
Total 30 100.0 30 100.0 6o 100.0
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TABLE 3
OCCUPATIONS OF PARENTS INTERVIEWED
Occupational Enrolled Parents Non-Enrolled Parents Total
Classification NumLer Per Cent Number Per Cent Number Per Cent
Housewife Ik I46.7 18 60.0 32 53.3
Vocational 11 36 .
T
8 26.6 19 31.7
Office Clerical 1+ 13.3 2 6.7 6 10.0
Professional 1 3.3 2 6.7 3 5.0




HIGHEST LEVEL OF EDUCATION COMPLETED
BY PARENTS INTERVIETOD
Level Enrolled Parents Non-Enrolled Parents Total




0 00.0 U 13.3 h 6.7
Completed High
School 18 6o.o 19 63. U 37 61.7
Some post-




college 6 20.0 1 3.3 7 11.7
No answer 2 6.7 2 6.7 h 6.7




equality of physical facilities, quantity of educational opportunities
provided by the system, and quality of teaching in the system. A summary
of this data is oentained in Tables 5, 6, 7, and 8. -
In each of these categories the majority of parents from both groups
rated the school system as average or above. In only two categories did
two or more people rate the system as "below average" or "poor." Twenty
per cent of non-enrolled parents rated the system "below average" or "poor"
in the quantity cf educational opportunities provided; 13^ of non-enrolled
parents rated the school system as "below average" in quality of teaching.
Parents' Sources of Information About Humanistic Education
Parents were asked the question, "Had you ever heard of humanistic
education before it was- started as a program in the Montague School System?"
Their responses indicated that 80^ of the parents interviewed had not
heard of hiimanistic education previously. Of the twelve persons { 20%) who
•had heard of humanistic education, eight were from the enrolled parents
group and four were from the non-enrolled parents group. The most frequently
listed source of information about humanistic education given by these
twelve people was "the University of Massachusetts." Table 9 summarizes
this Information.
However, since the program's inception, the sources of information
















1. Excellent 6 20.0 7 23.3 13 21.7
2. Above Average ih 46.7 8 26.7 22 36.7
3. Average 8 26.7 13 43.4 21 35.0
U. Belovr Average 0 00.0 1 3.3 1 1.6
5. Poor 0 00.0 0 0.0 0 0.0
6. No Answer 2 6.6 •1 3.3 3 5.0
TOTALS 30 100.0 30 100.0 6o 100.0
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TABLE 6
PARENTS' JUDGMENTS OF QUALITY OF PHYSICAL











1. Excellent 13 h3.3 11 36.7 24 4o.o
2. Above Average 9 30.0 10 33.3 19 31.7
3. Average 5 16.T 9 30.0 l4 23.3
h. Below Average 0 00.0 0 00.0 0 00.0
5. Poor 1 3.3 0 00.0 1 1.7
6. No answer 2 6.7 0 00.0 2 . 3.3
TOTALS 30 100.0 30 100.0 6o 100.0
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TABLE 7
PARENTS' JUDGMENTS OF QUANTITY OF EDUCATIONAL











1. Excellent 10 33.3 9 30.0 19 31.7
2. Above Ave. 14 46.7 7 23.3 21 35.0
3 . Average 5 16.7 8 26.7 13 21.7
4. Below Ave. 0 00.0 • 4 13.3 4 6.7
5 . Poor 0 00.0 2 6.7 2 3.3
6. No answer 1 3.3 0 00.0 1 1.7
Total 30 100.0 30 100.0 6o 100.0
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TABLE 8










1. Excellent 3 10.0 5 16.7 8 13.3
2 . Above Ave
.
15 50.0 11 36.7 26 1+3.3
3 . Average 10 33.3 10 33.3 20 33.3
4 . Below Ave 1 3.3 U 13.3 5 8.3
5. Poor 0 0.0 0 0.0 0 0.0
6. No Answer 1 3.3 0 0.0 1 1.7




PREVIOUS INFORMATION ABOUT HUMANISTIC EDUCATION BEFORE
INTRODUCTION INTO SCHOOL SYSTEM
Category Enrolled Parents Non-Enrolled Parents













22 73.3 26 86.7 48 80.0
Total 30 100.0 30 100.0 6o 100.0
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shown in Table 10. Only seven of the non-enrolled parents Indicated when
interviewed that they still had not received information about this
program.
Parents from both groups cited "local newspaper articles" most
frequently as a source of information about the program, followed by
talking with children," "Open House or PTA at school" and "talking with
other parents. This order of sources of information corresponds almost
totally with findings of the first annual survey of attitudes toward
education conducted by. the Gallup Poll in I969 . In the Gallup survey the
question was asked, "From your own personal viewpoint, what is the best
source of information about the local schools?" The answer cited most often
was local newspapers, followed by personal communication (children,
neighbors, etc.) school officials and personnel, radio and television,
meetings at the school (PTA, school programs, etc.) and school newsletters/
pamphlets and publications (Elam, 1973).
Reasons for Taking or Not Taking the Parents' Course in Humanistic Education
Sixty-seven per cent of the respondents who had taken the parents'
course indicated that they did so because they wanted information ("to find
out about the program," "to learn what humanistic education was"). Other
%
answers were for such varied reasons as personal growth ("felt it would
help me in understanding myself and my relationships to other people") and

















PTA at School 18 19.6 10 13.9
Coffee Hour
at School 6 6.5 3 4.1
Other Civic
Meetings 0 0.0 1 1.4
Talking with
Other Parents 14 15.2 11 15.2
Local Newspaper
Articles 21 22.8 19 26.4
Talking with
Children 16 17.5 12 16.7
Newsletters from
School System 10 10.8 5 6.9
Other 7 7.6 4 5.7
%
No Information 0 0.0 7 9.7
Total 92 100.0 72 100.0
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Problems of a logistical nature were mentioned most often by
parents C^O^) who did not enroll in the course ("no babysitter," "don't
drive, working that night," "taking another course"). Twenty-seven per
cent listed time constraints C"no time," "couldn't find time"), while 20^
cited lack of information ("never heard of it," "didn't know such a course
existed ) . Thirteen per cent indicated "no interest" as their reason for
not attending.
Parents' Definitions of Humanistic Education
Method of Scoring Responses
First, responses to the question, "What is humanistic education?"
were divided into phrases and recorded on scoring sheets. Next, each item
in the raw data was scrutinized to see what larger category it suggested.
Five categories were decided upon into which the total .quantity of phrases
fell. These categories included:
"A Sense of Self" (including self-worth, self-concept,
awareness of self, understanding of self, self-knowledge)
"A Sense of Other" (including references to understanding
others, interaction with others, interdependence with
others, relating to others, belonging, connectedness)
"A Sense of Personal Power" (including control over one's
destiny, feeling of personal potency, sense of agency).
Two doctoral stadents in humanistic education independently reviewed
each phrase and assigned it to the most appropriate category.
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rating sheets were then compared and a degree of reliability between the
judgments of the two independent raters was determined. Table 11 indicates
that the interrater reliability was 8U.5 per cent while making 103 ratings.
In those instances in which different judgments were expressed, a third
rater, who holds a doctorate in humanistic education, acted as judge, making
a final decision between the two alternatives. The judge's decision
agreed with rater one in eleven instances (69^) and with rater two in five
instances (31^).
The percentage of agreement between the two raters in classifying
and determining accuracy of parent responses for all questions coded in
this manner is shown in Tables 11 and 12.
The interrater reliability was Ql% for classification of responses
and 85.8^ for accuracy of responses. These percentages indicate a high
degree of reliability between the two raters in terms of the nature of the
classification categories and the criteria established for determining
level of accuracy. In the case of accuracy ratings, in no instance was




The numbers and percentage of responses in each of the five categories
%
are summarized in Table 13.
Examples of phrases categorized as referring to a sense of self
included: "sense of well-being," "developing a positive self-image,"
TO
TABLE 11
PER CENT OF AGREEMENT BETWEEN RATERS ON CLASSIFICATION
OF PARENTS 'responses •
Agree Disagree Total









72 72.0 28 28,0 100
Kinds of
Perceived Changes 5^ 90.0 6 10.0
60




PER CENT OF AGREEMENT BETWEEN RATERS AS TO







Definitions ^9 8i.T 11 18.3 60
Accuracy of
Class Content .5^ 90.0 6 10.0 60















Self 34 51.5 9 2^. i
2. Sense of
Other 18 27.3 8 21. ()
3. Sense of
Personal
Power 13 19.7 2 5.3
4 . Don ' t Know 0 00.0 15 *.'*0.5
5. Miscellaneous 1 1.5 3 8.1
Total 66 100.0 37 JOO.O
73
making child more aware of his own behaviors," "a program to get to know
yourself better," "teaching children about themselves."
Examples of 'phrases categorized as pertaining to a sense of other
included: "Helps children understand feelings of others," "aids in
interpersonal relationships among students," "builds awareness that other
people share similar emotional reactions to many situations."
Examples of phrases categorized as having to do with a sense of
personal power included: knowing one is a valuable member of the
community," "knowing how to act in different situations."
A fourth category included the "l don't know" responses, and a
fifth category contained responses that did not seem to fit any of the
other categories. (Examples: "Probably reactions to problems of today,"
"fun—try it sometime").
Accuracy of Responses
Using the category classifications as the basis of comprehensiveness
in judging accuracy, the two raters identified participants' responses to
the question "What is humanistic education?" on a four point scale for





Table 12 indicates that the raters achieved an 8l.T per cent agree-
ment in determining accuracy of response while making sixty ratings for
this question. In arbitrating differences in ratings, the judge agreed
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with rater one in four instances (36«, and with rater two in seven cases (6U?)
Haters used the following criteria in determining levels of accuracy
Of parents’ definitions of humanistic education:
Level 1 - high accuracy - response contains reference to
self-knowledge or self-awareness; goes beyond mention of
self to indicate interaction with others—people or situations
(reference to at least two of the first three categories
in Table 13).
Examples of responses rated as level one:
Humanistic education is a means of having the child get
to know who he is, what he feels and how these feelings
and attitudes relate to other people."
Purpose is to acquaint children with their own feelings
and emotions, and those of other children, and to investigate
their relationships with others including school and family."
"Awareness of self, the world around you and interaction
with others. Ways of living better with oneself and others."
Level 2 - moderate accuracy - Response contains reference
to self-knowledge or awareness; no indication of carryover
beyond self.
Examples of responses rated as level two:
"it's a way of giving ourselves a look at ourselves
from a new perspective."
"I took the course not knowing what it really was about.
After a few classes I was surprised to find out things about
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myself that I didntt know I felt so strongly about or
things that 1 had never thought too seriously about.”
I would say that it is to help a child learn about
himself.
”
Level 3 - low accuracy ~ response contains no reference to
self-knowledge or self-awareness; does not seem to fit
categories set up for classifying answers.
Examples of responses rated as level three:
"The branch of psychology dealing with the behavior of
children.
”
It's to help the children be nice to each other.”
Forty-seven per cent of respondents who had been enrolled in the
parents' course gave responses that were rated "highly accurate.” Seventeen
per cent of parents who had not taken the parents' course gave "highly
accurate answers. Fifty per cent of the non-enrolled parents interviewed
replied that they did not know. Table 1^+ contains a siommary of this data.
Parents' Perceptions of What Children Do in Humanistic Education
Methods of Scoring Responses
Responses to the question, "What do children do when they are having
humanistic education?" were divided into phrases and recorded on scoring
sheets
.
Each, item was examined to see what larger category it suggested.






















1. Accuracy 14 46.7 5 16.7 19 31.7
Moderate
2. Accuracy 15 50.0 9 30.0 24 40.0
Low
3. Accuracy 1 3.3 1 3.3 2 3.3
Don’
t
4 . Know 0 0.0 15 50.0 15 25.0
Total 30 100.0 30 100.0 60 100.0
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"Learning about self^'
"Learning about Others" Cincluding relating with others)
"Learning about personal power" (including situational
control)
Identification of a mode or technique of learning"
"Reference to classroom climate"
"Miscellaneous"
Don’t know or no answer"
Theplrases were then read and categorized by the two independent
raters. Interrater reliability as shown in Table 11 was 72.0^ while making
100 ratings. The judge's decision in arbitrating discrepancies between
raters agreed with rater one fourteen times (50^) and with rater two fourteen
times ( 50^).
Categorization of Responses
Table ik contains a s\ammary of the numbers and per cents of responses
in each of the seven categories.
Examples of phrases categorized as referring to "learning about self"
included; "The child examines his own emotions and decides whether or not
he likes them," "They talk about how they feel about different happenings."
Examples of phrases categorized as referring to "learning about
others" included: "They learn to respect others," "Children put themselves





















1. Learning About Self 5 7.8 0 0.0
2. Learning About Others 12 18.8 1 2.8
3. Learning About Personal
Power & Situational
Control 12 18.8 2 5.6
4. Identification of a Mode
or Technique of Learning 22 34.3 16 44.4
5. Reference to Classroom
Climate 11 17.2 3 8.3
6. Miscellaneous 0 0.0 2 5.6
7. Don’t Know or
No Answer 2 3.1 12 33.3
Total 64 100.0 36 100.0
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atamples of phrases categorized as pertaining to "learning about
personal power and situational control" included, "They do probler.-
solving, 'They act out situations that are oornnon in everyday living, and
each child can react the way he or she may feel to that situation."
Examples of phrases categorized as "identifying a mode or technique
of learning" included: "Strength bombardment," "Processing," "Magic
Circle, Playing games concerning feelings," "Films."
Examples of phrases categorized as "referring to classroom climate"
included: "They are more relaxed in this class," "They are taught to think
logically without fear of criticism," "Lets them all have an even chance
and participate," "Communication in a friendly atmosphere."
Examples of "miscellaneous" phrases included: "Thought it had to
do with the teaching of sex," "Learn not to show a negative reaction."
Accuracy of Responses
Using these category classifications as a basis for comparing the
comprehensiveness of responses, the two raters identified participants'
answers to the question "What do children do when they are having humanistic
education?" on a four point scale for accuracy as follows:
Level 1 - high accuracy - response goes beyond naming a
specific technique or activity, also contains some reference
to its purpose in reaching one of the goals of humanistic
education.
Examples of responses rated as level one:
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"Exercises Cgames) to make him aware of himself and others.
Shows him that even though h.e may he different from his
friend—both, aredcay,”
. "Most of the exercises are based on "gaming techniques",
each of which has a specific purpose: i.e., strength
bombardment, brainstorming, magic circles. At the end of
each game, all the feelings that have occurred are processed
through the teacher."
"Play games involving feelings and reactions to different
circumstances thus making the children feel as though they
are having fun while at the same time learning about
themselves .
"
Level 2 - moderate accuracy - indicates a mode of technique
of learning
Examples of responses rated as level two:
"Play games and talk about things they like to do and don’t
like."
"The children gather in a group and are given a subject to
talk about and voice their own opinion."
Level 3 - low accuracy - contains no reference to a mode or
technique of learning .used a in .humanistic education or its
purpose.
Examples of responses rated as level three:
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The responses of children to various stimuli."
"Thought it had to do with the teaching of sex."
gixtjr per cent of the enrolled parents gave responses that were
rated "highly accurate." Seven per cent of the non-enrolled parents gave
answers rated "highly accurate." Forty per cent of the non-enrolled
parents indicated that they do not know what children do when they are
having humanistic education. Seven per cent of the enrolled parents
indicated that they do not know. This data is summarized in Table l6.
In rating these responses for accuracy, the raters reached a inter-'
rater reliability of 90.0 per cent as shown in Table 12, page 62. In
those cases where the raters did not concur, the judge agreed with rater
one in three cases (50^) and with rater two in three instances (50^).
Kinds of Changes Perceived in Children
Parents were asked if they had noticed any attitudinal or behavioral
changes in their children since the start of the program. If so, they were
asked to describe the change and to tell whether they regarded it as
positive or negative.
Kinds of changes mentioned were:
"Positive self-image (."Made child feel good about herself,"
"youngest child has very positive self-image,")
Relations to others middle child has been considerably
more social and responsive to herself and others," "He is
a quiet, shy boy and with the help of this program he is a





















L Accuracy 18 60.0 2 6.7 20 33.3
Moderate
2. Accuracy 8 26.7 12 40.0 20 33.3
Low
i Accuracy 2 6.7 4 13.3 6 10.0
Don't Know
4. or
No Answer 2 6.7 12 40.0 14 23.4
Total 30 100.0 30 100.0 60 100
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Development of creativity C'She has become more creative
in writing,")
Independence C'iie's drifted axay from parents' authority.
Does the opposite as told," "My son wants to be an individual)
Motivation C'They talk a lot about school," "I know how
much they are enjoying the program," "He was very excited
after seeing himself on TV”)
Increased awareness and expression of feelings ("He verbalizes
his feelings or emotions better—I am better able to under-
stand what he is saying").
Some parents clearly labeled the changes in their children as
''positive" or "negative," while others indicated they had noticed changes
but were not sure they were related to the program. The responses to this
question were placed in six categories: "postive changes," "negative
changes," "no changes," "positive changes—not sure of relationship to
humanistic education program," "negative changes—not sure of relationship
to humanistic education program," and "no answer." The answers
were
categorized by the raters with an interrater reliability of 90.0
per cent.
(See Table 12, p. 62 ). The Judge's decision on disputed
ratings agreed
with rater one in two instances { 33%) and with
rater two in four instances
(61%).
Examples of responses indicating a positive
change were:
"I think that it has helped my child to
develop a
little imagination. Also to be able to
express herself.
She has become more creative in writing.
She has put down
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her feelings on paper which is something pretty great
xor a 10 year old. Example; Her brother leaving for the
service to go to Thailand, The teacher sensed she had a
.
problem that day and told her if she wanted to put it on
paper maybe it would make her feel better. It certainly
did. She brought that paper home. It is one I will always
keep.
"
A better acceptance of peers regardless of what physical
or mental deficiencies that person has."
"Yes, I feel that she can express her feelings easier and
isn't afraid to say what is bothering her. I feel that it
is a positive change."
Examples of resporses indicating a negative change were:
"He's drifted away from parents' authority. Does the
opposite as told."
"l think she has developed overconfidence to the point of
being fresh."
"Yes, I have noticed a change, negatively. They don't
accept "no" for an answer—even though it may be for their
own good and I tell them so. They feel they should get
their way."
Examples of responses indicating a positive change which, parent
indicated may not be related to the program:
"Yes, I have noticed a change, but I don't know whether
She is more talkative and is moreit is the program.
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outward inter personality."
"Kindergarten has made my little girl less shy and more
outgoing, hut I can't say if this is related to Hiananistic
Education or just going to school."
"Yes, school has made a definite improvement on my fifth
child, don't really know if it pertains to your program."
Example of a response indicating a negative change which the parent
feels may not he related to the program:
"l have seen a hig change in my son who is a sophomore.
He wants to he an individual, doesn't want to work and has
given up on studying, hut I don't know what makes it!"
Examples of responses indicating no change:
"Not really, hut some specific things they did in Humanistic
Education made her feel good and she told about them at home.
"No, hut they talk about some of the games they play in
Humanistic Education and I think that's good."
Table IT summarizes the numbers and per cents of responses in each
category.
Forty per cent of enrolled parents, perceived positive
changes in
their children; twenty per cent of non-enrolled parents
perceived positive
changes. Three per cent of enrolled parents
perceived negative changes;
seven per cent of non-enrolled parents perceived
negative changes. Forty
per cent of enrolled parents and fifty-seven per




















Positive Changes 12 40.0 6 20.0 18 30.0
Negative Changes 1 3.3 2 6.7 3 5.0
















0 0.0 1 3.3 1 1.7
No Answer 0 0.0 2 6.7 2 3.3
Total • 30 100.0 30 100. 60 100.0
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Degree of Emphasis of Humanistic Education in School System
Parents were asked to indicate whether they felt there was presently
sufficient emphasis, too much emphasis, or too little emphasis upon humanistic
education in the school system.
Forty-seven per cent of enrolled parents and twenty-seven per cent
of non-enrolled parents feel there is sufficient emphasis on humanistic
education; three per cent of enrolled parents and twenty per cent of non-
enrolled parents feel that there is too much emphasis; thirty per cent of
enrolled parents and seven per cent of non-enrolled parents feel that there is
too little emphasis. Twenty per cent of enrolled parents and seventeen
per cent of non-enrolled parents are not sure. Thirty per cent of the non-
enrolled parents gave no answer to the question. This data is presented
in Table l8.
Degree of Support for Continuation of Humanistic Education
Parents were asked, "If you had to vote on whether or not humanistic
education should be continued in the school curriculum, would you vote
"yes," or "no?"
Of the total number of respondents 6T^ answered "yes"; fourteen per
cent answered "no" , seven per cent gave a qualified "yes" reply , seven
per
cent indicated that it depended upon the cost of the program, and seven
per cent did not answer the question.
Comparing the two groups, 80^ of enrolled parents and 5^^ of non-






















Emphasis 14 46.7 8 26.7 22 36.7
Too Much
Emphasis 1 3.3 6 20.0 7 11.7
Too Little
Emphasis 9 30.0 2 6.6 11 18.3
Not Sure 6 20.0 5 16.7 11 18.3
No Answer 0 0.0 9 30.0 9 15.0
Total 30 100.0 30 100. 60 100.0
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and twenty-three per cent of non-enrolled parents feel it should not
continue. Table I9 contains a summary- of this data.
Examples of comments added by parents vho feel that the course
should be continued include:
I wish it had been around twenty-five years ago! If
education is teaching children how to live in this world,
they also need to know about people as well as things."
"Gives all children an equal chance, each on their own
level, a lot different from when we were in school."
"It seems a worthwhile program and if it does make children
more understanding of their feelings it should be included."
Hopefully it would make teachers stop stereotyping kids and
start seeing them as people. It’s also good for kids to
learn young that their feelings of anger, hurt, etc., are
not peculiar only to them—that they are not alone."
Examples of comments added by parents who feel that the course
should. not be continued include:
"l feel that it is a waste of time. I have seen the
children in school and their behavior, and they certainly do
not portray humanistic education."
"Costs too much, probably."
"it fosters, a permissive attitude in the children."



















Yes - It should
be continued 24 80.0 16 53.3 40 66.7
No - It should
not be con-
tinued 1 3.3 7 23.4 8 13.3
Qualified Yes 2 6.7 2 6.7 4 6.7
Dependent on
Cost 3 10.0 1 3.3 4 6.7
No Answer 0 0.0 4 13.3 4 6.7
Total 30 100.0 30 100.0 60 100.
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Examples of comments added by parents who indicated qualified support
for the program:
"Continued on a limited basis. It should be incorporated
into the regular curriculum. I don't feel it should be
staffed or funded at the elementary or secondary level.
Teachers should receive this as part of teacher training
in college."
"I think it is valuable to the children unless it is costing
too much."
Additional Comments Made by Parents
Parents were given the opportunity at the end of the interview to
add anything further that they wished to say about the program. Thirty-
six of the sixty respondents did make additional comments. Several of the
enrolled parents mentioned the personal benefits they felt they had received
by taking the course; others spoke of effects the program might have
on
their children in the future. Some examples of these comments:
"It's a good thing to have so children can learn these
things when they're young. They'll probably have
more
confidence in "themselves later."
"Only that I think it is something that is
needed in our
school systems that may not benefit the child
greatly
now, but in adulthood.
"Found it interesting—really feel it
helped the children
get a better opinion of themselves.
In time, think it's
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value would be noticed in children."
Would like to see effect of program after students have
been exposed for several years."
"Children in particular can benefit from the program.
They learn to understand and thus cope with their reactions
at a beneficial age."
"The parents’ course was interesting and enlightening. I




"They should use it everywhere—maybe if children learn it
now and continue to use it we really will have a better
world."
The comments of the non-enrolled parents primarily reflect a request
,
for and suggest iors about more dissemination of information to parents. Some
examples of these comments:
"I would like to find out more about it."
"It should be explained to parents better."
"It would be interesting to know about your program
better, say maybe in the newspaper or the school paper."
"I would J-ike to know more about how it is brought about in
the classroom."
"l guess I should learn more about it."
"Will there be another parents' course?"
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"It's O.K.. as long as it remains strictly voluntary on the
part of th.e participator."
A listing of additional comments made hy parents is contained in
Appendix C.
‘
The conclusions and implications drawn from the findings presented
in this chapter along with recommendations and suggestions for further




The purpose of this study was to investigate parents' understanding
of and degree of support for a program in humanistic education in which
their children were participating. The study also sought to determine
whether differences in understanding and attitude existed between a group
of 30 parents who had participated in a ten—session parents' course in
humanistic education and a group of 30 parents who had not participated in
such a course.
Parents from both groups were interviewed individually in their
homes. Their responses were recorded on answer sheets and later examined
through content analysis.
Several questions concerning characteristics and background inform.a-
tion about respondents were asked in order to establish areas of similarity
and difference between the two sample groups. A comparison of findings
from responses to these questions indicate:
a. A difTerence in number of school-age children in the
families of enrolled parents (2:1 child-parent ratio)
and non-enrolled parents (3:1 child-parent ratio).




c. A similar ratio of men and women in the two sample
groups
.
d. No essential difference in occupational levels between
the two sample groups.
e. Some difference in educational levels, with 20^ of the
enrolled parents having completed college compared with
of the non-enrolled parents
, and of non-enrolled
parents not having completed grade 12, compeired vrith
0^ of the enrolled parents. However, there was little
difference in the number of parents who had completed
high school (60^ of enrolled parents compared with 63^ of
non-enrolled parents). There was no difference in the
numbers of parents who had some post-secondary education
(l4^ in both groups).
Attitudes Toward School System
In comparing attitudes of the two groups toward the over-all school
system the responses of the groups showed:
a. A very slight difference in perception of overall quality
of the school system between the two sample groups.
b. No essential difference in perception of the quality of
physical facilities in the school system between the two
sample groups
.
c. A moderate difference in perception of quantity of educa-
tional opportunities available with 20^ as below average
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or poor compared with 0% of enrolled parents,
d. No substantial difference between the two sample groups
as to ratings of the quality of teaching in the system.
There • was a slight difference in amount of previous knowledge about
humanistic education before it was introduced in the school system in favor
of the enrolled pirents ' group.
There were no important differences between groups in their sources
of information about humanistic education since its inception in the
system, with both groups citing "local newspaper articles" most frequently
as the way they had received information about the program.
From the information gathered about parents' backgrounds, it may be
concluded that
:
Respondents in the "enrolled parents" group had fewer
children than respondents in the "non-enrolled parents"
group
.
Respondents in the "enrolled parents" group had a slightly
higher level of education than respondents in the "non-
enrolled parents" group.
Respondents in the "enrolled parents" group had slightly
more favorable attitudes toward the over-all school system
than parents in the "non-enrolled"parents" group.
These differences should be taken ’into consideration in interpreting
the results of this study.
Answers to the Research Questions
Four research questions for this study were proposed in
Chapter I.
The findings from the study produced the following
answers to these questions
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1. How veil are parents of children who are participating
in a program in humanistic education acquainted with
the contents of their child's program?
W of enrolled parents and k'J% of non-enrolled parents,
when asked to describe what children do when they are having
humanistic education, gave answers rated as "moderately" or
"highly" accurate.
2. How familiar are these parents with basic concepts of
what humanistic education is?
91% of enrolled parents and ki;% of non-enrolled parents,
when asked to define humanistic education, gave answers rated
as "moderately" or "highly" accurate.
3. To what extent are these parents supportive of this
program in humanistic education?
80 %> of enrolled parents and 5^^ of non-enrolled parents
indicated unqualified support for the continuation of this
program.
17^ of enrolled parents and 10% of non-enrolled parents
indicated qualified support for the continuation of this
program, dependent upon such factors as program cost and
degree of emphasis in the system.
^4^ of enrolled parents and 23^ of non-enrolled parents
*
indicated that the program should not be continued.
U. Have these parents noticed any changes in any way in
their children's attitudes and/or behavior since the
initiation of this program?
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hO% of enrolled parents and 20% of non-enrolled parents
reported having noticed positive changes in their children's
attitudes and/or behavior which they believe are related to
the humanistic education program. l'J% of enrolled parents
and 7^ of non-enrolled parents reported having noticed
positive changes in their children which they are not sure
are related to the humanistic education program.
h% of enrolled parents and "J% of non-enrolled parents
reported having noticed negative changes in their children's
attitudes and/or behavior which they believe are related to
the humanistic education program.
None of the enrolled parents and k% of the non-enrolled
parents reported having noticed negative changes in their
children's attitudes and/or behavior which they are not sure
are related to the humanistic education program.
k0% of enrolled parents and ^6% of non-enrolled parents
reported having noticed no change in their children's
attitudes and/or behavior since the initiation of himianistic
education in the school system.
* Conclusions
One of the purposes of this study was to determine whether or not
^
differences in attitudes and understanding exist between parents who have
participated in a parents' course in humanistic education and parents who
have not participated in such a course. Based on the findings of this study,
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the following conclusions were reached:
1. Parents who had participated in a course in humanistic
education had a greater quantity of information about
humanistic education than parents who had not taken such
a course.
2. Parents who had participated in a course in humanistic
education had more accurate information about humanistic
education than parents who had not taken such a course.
3. Parents who had participated in a course in humanistic
education could describe more accurately what their
children do when they are having humanistic education
than parents who had not taken such a course.
U. Parents who had participated in a course in humanistic
education perceived more positive changes in their
children since the program’s inception in the school
system than parents who had not taken such a course.
5. Parents who had participated in a course in humanistic
education were more supportive of the continuation of
the humanistic education program than parents who had
not taken such a course.
Recommendations .
While there may have been other contributing causes, the findings
imply that one of the major factors in creating the differences in levels
of knowledge and support for humanistic education indicated by this study
was participation in a course in humanistic education. It is recommended,
therefore, that other school systems planning, to implement a program in
humanistic education irTclude the teaching of parent courses as an effective
means of disseminating information and building understanding of the
program.
Such a program is a structured, focused, and economical way of
disseminating
information, at least in small, well-defined communities.
Comments from
respondents in this study also indicate that such a course
is personally
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enhancing for those who participate in it.
Some suggestions can also be made to the school system in which the
study was conducted:
1. Continue dissemination activities, as some parents
indicated that they had not received information about
the program.
2. Offer the basic parents' course again, as this request
was made by several parents.
3. If the basic course is offered, look at alternatives for
scheduling it such as offering a class during the day or
on a different night from last year.
4. Consider the possibility of providing child-care service
while the class is in session.
5. Offer an advanced course for interested townspeople who
have participated in the basic course.
Aside from findings and recommendations directly related to the
efficacy of the parents' course in building' understanding and support for
humanistic education, other observations were made by the investigator
pertaining to the study:
1. The interviewers reported a high level of willingness
among parents to participate in the study. Only two
people who were contacted declined to be interviewed.
The fact that the interviewers were also parents and
from -the local community is, no doubt, one of the factors
responsible for this degree of cooperation. It is also
a recommendation for increased parent involvement in
projects of this type.
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2. The percentage of parents in this study who were aware
of the concepts and contents of humanistic education,
who attributed positive changes observed in their children
to the humanistic education program and who supported
the continuation of the program was higher than had been
expected. It is recommended that these findings be
considered when decisions concerning future directions
of this program are being made.
Suggestions for Further Study
A number of topics for further research have been suggested by issues
raised in the course of conducting this study. For instance, during the
process of categorizing responses, the raters noticed what appeared to
them to be attitudinal variations among some of the answers. Phrases such
as "It's to help the children be nice to each other," "It is supposed to
be a program in which children are to improve themselves by getting along
with others," appeared to have a connotation of socialization, i.e.,
educating for conformity to accepted social standards rather than for
liberating the learner to make conscious choices.
Also noticed by the raters in some instances were variations
in
phrasing which seemed to imply that humanistic education
is something that
is done to the learner, an external, rather than
an internal^ process . An •
example of this is a comparison of the responses
"making the child aware-
of self" and "a way for children to become
aware of themselves." These
differences are subtle and may be only a question
of semantics. However,
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further exploration in examining the extent to which parents (and
teachers) perceive the goals of humanistic education to be domesticating
or liberating is suggested.
An indication of conflict between child behavior and parent
expectation was noticed in responses of parents who perceived negative
changes in their children. ("They don’t accept 'no' for an answer even
though it may be for their own good." "He's drifted away from parents'
authority." "He wants to be an individual, doesn't want to work".) The
question is raised for future study by these responses: "Is a conflict
created between parents and children if par.ents_ do not espouse principles
of hTimanistic education to which. the child is being exposed?"
This study shows that respondents who had taken the parents' course
were highly supportive -of the continuance of the humanistic education program
in the school system. They also indicated benefits for themselves in having
taken the course. Additional study could be conducted with this group to
investigate further the reasons that they feel that learning about oneself
is important—for themselves as well as for their children.
In the same vein, another study could be conducted with people who
indicated no interest in the parents' course or who felt that the humanistic
education program should be discontinued to determine the underlying reasons
for their resistance.
A log of activities used during each session of the parents' course
is included as Appendix B in this study. This course was devoted
primarily
to working with exercises in values clarification, self-science
education,
and development of creativity. A question for future study is to
determine
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the part that the nature of the curriculum plays in determining parents’
perceptions of humanistic education. Would a course focusing primarily on
Magic Circle skills or on achievement motivation strategies, for instance,
have produced any difference in the results?
.
All respondents in this study had the commonality of being parents
of children attending the local school system. A suggestion for further
study would be to include a third group of respondents who lived in the
local community but who did not have children attending the local school
system and who had not taken a course in humanistic education. To what
extent would they be aware of the humanistic education program, and would
they favor its inclusion in the school curriculum?
An implication regarding the findings is that one reason parents
who had taken a course in humanistic education may have reported noticing
more positive changes in their children is because they were more aware
of what to look for in the way of changes. An example of this from an
enrolled parent's response: "My eight year old son said 'it was all right
that I forgot to get his model glue' and then he added 'you know that was
hard for me to say.' I knew that came from humanistic education."
The parents' perceptions of positive change may have also indicated
a change in their own way of responding to their child as a result of
taking the course, as well as, or instead of a change in the child's
attitude or behavior.
This study investigated kinds of perceived attitudinal and behavioral
changes in children. It is recommended that another study be conducted
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focusing specifically on changes in parents' attitudes and/or behavior.
In Chapter II, opposition to this program by a small "Concerned
Parents" group was described. However, there is no indication from the
parents interviewed in this study that this group had any effect upon their
perceptions of humanistic education. Further study might focus specifically
upon characteristics of such groups and their effects upon public opinion.
Variations of this study could be undertaken. For instance, eighty-
five per cent of the respondents in this study were women. Another study
could be conducted in which the man-woman ratio was more evenly balanced
to see if this had any effects on the results.
This study was conducted in a small, rural, white community. It might
be repeated in a community in a different geographic location, of different
size, or different racial composition to determine similarities and differences
in results.
This study reports changes in children perceived by parents to be
related to the program in humanistic education. Longitudinal studies of
the attitudinal and behavioral effects of humanistic education on children
ajid its effects on child-parent and child-teacher relationships are needed
as well.
A final suggestion for additional study concerns the desirability
of home visits by schooT personnel.
The interviewers reported that many of the parents asked them
questions after the interview was completed and seemed eager to talk about
the school, and their children. From this description there appears to be a
desire among people in this school system for more personal contact with the
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school. A topic for further investigation might be an exploration of ways
to establish increased liaisons between home and school through a program
in humanistic education.
The implementation of humanistic education in public school systems
,
as pointed out earlier in this dissertation, is in an experimental stage.
Much work remains to be done in assessing its effects. The willingness on
the part of parents in the Montague School System to share their views
about this program has provided useful information toward this end. Their
cooperation is greatly appreciated.
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TURNERS FALLS — A
Northampton woman was
asked to leave parent education
classes at Hillcrest School last
‘ night after she demanded to be
allowed to observe and
participate.
The woman, who identified
herself as Mrs. Robert Thomas,
said she objected to activities
in the humanistic education
class.
^ Montague school officials
said they expiained to her when
^ she tried to come that the
clas.ses are voluntary, both for
r the parents and teachers. The
classes, they said, are being
Q offered as a community service
~K by the Montague Teachers
^ Assn.vj The officials said they also
told Mrs. Thomas that
enrollment in the humanistic
education class is full, the
course is in its fourth week and
no new members couid be
Sr allowea in.
MTA Pres. Jeffrey Wood said
Cb he pointed out that the classes
^ are for Montague parents. Mrs.Thomas told The Recorder she
is a federal taxpayer and the
ir! program is funded federaly.
,
The policy of Montague
schools, as everywhere, is that
C classes are in the hands of the
V teachers and disruptive persons
^ are asked to leave, according to
the superintendent’s office.
Mrs. Thomas told a reporter
she was allowed to observe one
class last week. She described





In the evening of Oct. 18, 1972
I was taken by an acquaintance
to attend a program on
humanistic education at the
Hillcrest School in Turners
Falls. My friend told me to
participate, not sit on the side-
lines and observe as 1 wanted
to do, because otherwise I
would be asked to sit so far
away I wouldn’t know what was
going on.
Soon after we arrived, I had
just taken off my coat to join a
group of adults in a circle and a
man who identified himself as
the head of the teachers
a.ssoclation a.sked us to leave.
My friend said she had come
from Northanipton and wanted
to know why we couldn’t stay.
He explained the program was
being given only for the parents
of’Turners Falls and Montague
children by the teachers
association.
,
Then two other men joined us
and asked us to leave. My
friend replied, the program was
funded by the Federal
Government and she felt we
had a right to know how our
Federal tax dollar was 'oeing
spent. One of the two men
became very angry and told us
to “get out’’. My friend argued
with him and things became
heated, but all five of us headed
for the door. This one man
became furious and told my
friend she had been making
harassing phone calls all over
town. He yelled that he had
enough on her to put her in jail
for life and would get the Civil
Liberties Union after her.
He continued:
“You said you were writing
for the National Coalition for
Crisis in Education and there is
no such organization. She
replied there certainly was and
he screamed, “That’s a con-
^oup in Spring-
field. ihe other man of the
two stood looking on
approvingly with an expression
of 1 hat’s tGlling hor”.
We left and after a sleepless
night I was stunned to know an
educator would show such
enraged emotion over a
political belief.
On the way home I
questioned my friend about
what went on the week before. I
gather it is a type of group
psychological therapy and sets
the child up to talk.
My son, I have just found out
has led this type of thing iri
Burlington, Va., at a junior
high school. He was trained at
a nearby mental institution for
five days in a program on
Sensitivity Training called
‘The New Thing’’. He said the
program is based on trust
(therefore disrupting to have
any listening or taking notes)
and the kids talk about
anything they want to including
parents and family. I asked if
he didn’t, think this should be
handled in the privacy of a
doctor’s office with a doctors
care and he answered, ‘Tve
never thought of it.”
I believe a child’s mind is the
most precious thing in the
world. Apparently this is part
of the “gestalt” theory of
education which is “training
the whole child”. if i
remember right Hitler did this!
What are parents for? Are we
to become breeding stock? This








It is exactiy six years that I
have been earnestly working
for good curriculum in the
American Public School
System. First on the research
committee of the Concerned
Citizens of Hawaii, then with
the Parents Committee for
Education of Columbus, 0.
Presently I am a
Massachusetts corresponsdent
for the National Coalition on
the Crises in Education. The
NCCE four-day convention in
Washington D. C. last May
drew hundreds of citizens from
all over the United States.
I have read, studied and
evaluated, teachers manuals,
textbooks and countless pieces
of material going into this “new
education.” My conclusions
are: The National Educators
are denouncing all common
sense as to the methods which
should be developed in
improving a child’s learning
process, so he in turn can apply
this learning to his academic
skills. They are also forcing our
children into an adult world






One such program appears to
be the new "Humanistic
Education Program” going into
the Montague School System
from grades K to tl. On Oct. 11
we participated in a two hour I
in-service training at Hillcrest C
School. I had partiepated in
five similar training sessions in i
both Hawaii and Columbus.
Montague’s session left me with r-
'
the distinct impression that it
would be an attempt on the p"'
teacher to get into the child’s
mind and feelings. I feel this is
the job of a Mental Health V
Specialist and not a teacher. I
could not in any specific way "u
understand where it would
ultimately relate in training the ^
child to improve his academic
,
skills. It appeared this training kt
would eventually get into V-
changing the attitudes and , v
values of the child and 1 thought
the grade level (K to 6) a most
^
Interesting aspect of this
Humanistic Education.
A new federal term for
specially trained teachers and
administrators is CHANGE
AGENTS. The countless of Ad-
Hoc Committees reporting to
the National Coalition on the
Crises in Education tells me the
training we participated in
Montague is almost identical to
what so many schools are doing
in “new education.” Also, there
seems to be a national trend
with these programs to change
values and attitudes rather
then teach an academic
subject. Specifically what will
Montague’s Humanistic
Education teach the student so
he can become part of the
working force in America?
Finally, I find this “new
education” is mere
“intellectual garbage” and the
weary taxpayer is the sucker




Greenfield (Mass.) Recorder, Monday, March 11, 1974-.
Is The Flag Saluted
At Montague School ?
To The Editor:
Today, the three R’s in our pubiic
schools are being replaced by the social
and bohavorial sciences interlaced with
an alien philosphy called humanism,
from kindergarten on up.
Humanism: (a) the quality of being
humane, understanding and
considerate, (b) a secular religion by
Supreme Court decision (Torcaso-
Watkins 1%1) denies the existence of
God; asserts the philosophy of “no
absolutes, no right, no wrong, only
relevancy; man is the supreme
architect.”
Billions of taxpayers’ dollars made
available under the Elementary and
Secondary Education Act 1965 (ESEA)
allowed those in control of the education
establishment (not to be confused with .
dedicated teachers) to move swiftly
Introducing programs riddled with this
secular humanist view of man. The
“absolute neutrality” clause in the
Supreme Court decision (Abbington
School District vs Schempp)
constitutionally forbids little children to
acknowledge the existence of God in the
classroom, therefore the “tenets” of
humanism must not continue to be
integrated into any school curriculum.
In nearby Montague City, the first
half hour of each school day is devoted
to secular humanism. One wonders if
they salute the flag! (Kindergarten-
sixth grades.
To reverse this trend. Congressman
Earl Landgrebe of Indiana has
introduced the Freer Schools Act.. This
positive, protective legislation would
phase out and or amend Title I and Title
III of ESEA to basic skills and basic
skills development; prohibit programs
that violate the rights of parents with
respect to the moral mental and
physical development of their children;
prohibit the use of psychotherapy
techniques such as sensitivity training,
group therapy psychodrama etc., (all
euphemisms for brainwashing.)
All the vested interests of the
education establishment are opposed
and battling against these protective
amendments for children and parents.
Why? Is the almighty dollar from Big
Brother that important?
Write or wire your Congressman,
before mid-March, to support the










We are asking the citizens of the Commonwealth to inform the Governor and the
State Board of Education, through a petition, our deep concern with the philosophy
of the present Commissioner of Education and our desire of its rejection by a new
Commissioner, Please have the enclosed petition signed by concerned citizens
and return it to the Concerned Parents for Education. We will send all returned
petitions to the Governor and each member of the State Board of Education. It
would be most effective if you would have a copy made of your completed petition
and send it to your own State Representative and State Senator. Although the Board
of Education has full authority for the appointment of a Commissioner, each mem-
ber is still responsible to the Governor for his or her appointment on the Board.
The enclosed explanation paper will be sent with the petitions. We want the
Governor and Commission members to know that we are all aware of the innova-
tions now in the State curriculum.
The Assessment mentioned in the explanation paper is a test given to students in
the State on science and citizenship. There are no right and wrong answers to
these tests, for the purpose is to evaluate the. attitudes and values of the pupils.
The test is given in the fall and spring of the school year, with the underlining
motive of changing the student's attitudes within the school year. A sample
question from the 1972 test on citizenship is:
12 . For each statement tell whether you think a person on radio or TV should
or should not be allowed to make the following statement.
A. "Russia is better than the United States."
^ A person on radio or TV should be allowed to make the
statement.
A person on radio or TV should n^ be allowed to make
the statement.
B. "Some races of people are better than others."
A person on radio or TV should be allowed to make the
statement.
A person on radio or TV should not be allowed to make
the statement.
C. "It is not pieces s ary to believe in God."
A person on radio or TV should be allowed to make the
statement.
A person on radio or TV should not be allowed to make
' the statement.
31 . Suppose you want to attend a Tuesday night basketball
game which
starts late in the evening. Your parents (or guardians) say
that you
will be too tired to do well in school the next day, and
they prefer
that you attend night games only on Friday or Saturday.




We, the undersigned, propose that the Governor and the Board of Education of
the Commonwealth of Massachusetts give due consideration ot the qualifications
for the next Commissioner of Education which are compatable to the requirements
as set forth by the citizens of the Commonwealth of Massachusetts, Fundamen-
tally, these requirements reject all the educational innovations which have an
underlining motive of producing a new social order, all of which have been pre-
valent in the Commonwealth of Massachusetts since 1968.
We strongly oppose any person who embraces the educational philosophy
stated in Cooperative Design for Assessment and Evaluation in Massachusetts .
"CONDUCT PILOT OR DEMONSTRATION PROJECTS TESTING THE VALIDIIT OF
BEHAVIORIAL RATINGS (behaviorism) AND SELF-CONCEPT (humanism) ATTITUDE
SCALES AS WELL AS ANALYZING PUPIL INTERACTION AND SOCIAL BEHAVIOR
THROUGH SUCH TECHNIQUES ANECDOYAL RECORD, SOCIOGRAMS AND HUMAN
RELATIONS STUDIES." We strongly feel that this is a means to the end of en-
forcing another's philosophy as stated by Commissioner Neil Sullivan in Crisis
In Values . "MANY OF THE PROBLEMS TODAY CAN BE ATTRIBUTED TO DIS-
CREPANCIES BETWEEN STATED VALUES AND APPLIED VALUES AND EMPHASIZED
THE NEED FOR ADEQUATE DISCUSSION TO PRODUCE UNDERSTANDING OF AND
COMMITMENT TO BASIC VALUES IN CHILDREN."
We strongly oppose the assessment and value concept when in another publi-
cation, Massachusetts Board of Education Priorities for 1971, The Results and
Approach to Education and Educational Imperatives . the same Commissioner
further states, "EDUCATION MUST SUPPLEMENT THE ROLE THE PARENT AND
RELIGIOUS INSTITUTION HAS PLAYED IN PROVIDING THE UNDERSTANDING AND
VALUES THAT A CITIZEN NEEDS."
We, as parents and citizens, oppose the teaching of a humanistic curriculum
as stated, "HAVING PROVEN ONE'S INSIGHT INTO HUMAN BEHAVIOR, OR DEM-
ONSTRATING A HIGH LEVEL OF GROUP SENSITIVITY, WOULD BE AS IMPORTANT
FOR A HUMANISTIC OR SOCIAL UTILITY TFJ^CHER AS THE ACCUMULATION OF
ACADEMIC CREDIT. THERE IS A NEED, IN OTHER WORDS, FOR A HUMANISTIC
CURRICULUM," in the Social Studies In New England Secondary School. Human-
ism is a religion (Supreme Court Torcaso Case, 1961, and Seeger Case, 1964)
denies the divinity of God, the situation determines absolutes and standards
of
right and wrong and man must follow his own Commandments . We firmly believe
that religion and the state must remain separated.
We strongly oppose any embracing of the behavioral sciences which lead to
educational objectives as stated in Taxonomy of Educational Objectives and
used as a reference in Proceedings of the New England Guidance_.Cpnfercnces _.
"THE SIGNIFICANT THING TO REMEMBER IN THIS VERY AMBITIOUS PROJECT IS
THAT THE MAJOR IMPACT OF THE NEW PROGRAM IS TO DEVELOP ATTITUDES AND
VALUES TOWARD LEARNING WHICH ARE NOT SHARED BY THE PARENTS AND
GUARDIANS OR BY THE PEER GROUP OF THE NEIGHBORHOOD. THE EFrECTlVl,-
NESS OF THIS NEW SET OF ENVIRONMENTAL CONDITIONS IS PROBABLY
RELATLi)
TO THE EXTENT TO WHICH THE STUDENTS ARE ISOLATED FROM BOTH
HOME AND
PEER GROUP. IT IS UNLIKELY THAT SUCH SEPARATION WOULD TAKE PLACE
AFTER THE AGE OF SIXTEEN OR SEVENTEEN."
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We mentioned humanism in the state curriculums. The Humanists feel Lhal reliyioub
dogma progress of a new social order which namely would be socialism and permis-
siveness .
We hope these brief explanations will assist you in informing our citizens of the
situation in our schools. Please help us in bringing our schools back to the funda-
mentals of quality education through the teaching of basic academic skills.
Because of finances we are unable to send more petitions that are enclosed, however,
if you need more please feel free to have more copies made. Please send all petitions
to us as soon as possible as time is of the essence.
Thank you for your help.
CONCERNED PARENTS FOR EDUCATION
Mrs. Ellen N. Manolakis, Corresponding Secretary
*«***. **************%*
TO THE CX77ERN0R Al© BOARD OF EDUCATION OF THE COMMONi^ALTH OF MASSACHUSETTS
E, THE UNDERSIGNED, PROPOSE THAT THE GOVERNOR AND BO/iRD OF EDUCATION OF THE CO^^MONAEALTH
F MASSACHUSETTS GIVE DUE CONSIDERATION TO THE QUALIFICATIONS FOR THE NEXT C0M!-!ISSI0NER Ci
DUCATION WHICH ARE COMPATABLE TO THE REQUIREMENTS AS SET FORTH BI THE UNDERSIGNS)
ITIZENS OF THE COMMON'^^EALTH OF MASSACHUSETTS, FUNDA14ENTALLI
, THESE REQUIREMENTS REJECT
LL EDUCATIONAL INNOVATIONS WHICH HAVE AN UI©ERLINING MOTIVE OF PRODUCING A NEW SOCIAL
RpSR THROUGH ATTirJDES, VALUES, ASSESSMENT, BEHAVIORISM, HUI-lAIilSl^, SENSITIVITY, SOCIAL
THICS AND MANAGEMENT. WE ENDORSE A COMMISSIONiER OF EDUCATION WHO WILL BE CONCERNED aTTH
HE EDUCATIONAL OBJECTIVES OF ENFORCING THE TEACHING OF BASIC ACADEMIC SKILLS TO E/ERY











SUMMARY OF PARENTS' COURSE
Semester I - Session I Wednesday, September 20 1972
Registration
Registration was held at Hillcrest School at 7:30 P.M. with 21 registrants.
Transparancies
Dr. Shallcross presented transparancies emphasizing the entire human
potential movement. Hidden capabilities, understanding uniqueness, creative
behavior, and mind-sets provided preliminary subject matter. Class enjoyed
these exercises and began to loosen-up - laughter, positive side comments.
Ensuing transparancies dealt with group relationships - desires, hidden
agendas,, barriers to task completion, etc.
Domains
Cognitive, Affective, Psychomotor
Discussion began at a rather elementary level as many of the gToup
needed definitions of the words used to describe domains. The cidmination of
the presentation pointed to the lack of concern most school districts place




The conclusion of session I stressed reflective listening and was an easy,
low risk entry point to personal contact.
Semester I - Session n, Wednesday, September 27, 19 72
Ingredients Project
The timing was right for this project as both instructors felt a need for
some physical movement. It was also our first look at whether they were
buying into our non-judgmental commitment. Projects were creative,
spontaneous, and somewhat uninhibited. I remember our feeling hopeful after
this experience. Participants explained projects with much intricate detail
and a "lack of justification statements. " Group began to relax.
Brainstorming
There was hardly an}" trouble obtaining volunteers, despite the fact that
nobody in the group Imew what they were volunteering for. Reaction to the
difference behveen number of ideas gained without brainstorming technique
and those with, was one of "eureka, " "aha. " If only we did this at our meetings,
"
"So many things could bq avoided. " Questions raised about the number of ways
this can be used in the elementary classroom.
Forced Relationships
Once again the physical movement was welcomed. At another time it
might work better having participants discuss choices with the entire group.
Several parents felt uncomfortable seeking out "one other" to discuss choices
with. More processing would have been appropriate following this exercise.
Mobile Reflected Light Images
Ihoroughly enjoyable and lends itself to an energy release. It was at
this point that the group began to recognize the fact that fun in its own right
was a legitimate objective of the course.
Semester I - Session III - October 18, 1972
Tiger, Man^ Gun See Games (Frank W. Harris), p. 25.
Our first real taste of processing. "How do you usually react in a task-
oriented group ? " "Do you lead?" "Do you follow?" "Do you simply get out of
the way?" "Did you resent the leader?" "Were you satisfied with the decision?"
Warm Fuzzies See Fuzzies (Richard Lesser)
Offered as a good springboard for processing behavior with our very
young pupils. It waS' interesting to see the parents finally have some explanation
for the "jargon" their kids were using at home. To me, this was one of the
strong points of the course - dispelling misconception.
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Magic Circle
A brief description of the iiuman Development progi-am preceded the
presentation of magic circle as integnil part of our elementary program.
Heavy discussion was discouraged and sentence stubs iooked like - "A piace I'd
like to return to. . . •; "If I could do anything I wanted to. " Group was very
comfortable throughout.
Trumpet March
Simply by asking for volmiteers there was enough data generated for a
look at behavior patterns. There was nothing to volunteer for, but the very act
of volunteermg supplied the data. Copy of the trumpet march is included.
Parents began to discuss value of recognizing patterns and alternatives. There
was a slight tendency to get into some heavier stuff.
Self-Collage
A homework assignment was given in the form of self-collage as an
optional exercise. Process questions for Collage Sharing are included.
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Semester I - Session VI - October 25, 1972
Here and Now Wheel
A simple exercise for expressing one's present emotional state to
oneself. These were not collected or looked at by anyone. Participants only
shared what they wished.
Magic Circle
"Something that really makes me feel good is ”
Fears in a Bag
One of our most successful exercises. All parents were asked to write
a particular fear they have on paper and place it in a paper bag.
Then each
parent reached in and held another's fear. After some time
to think about and
really get a feel for that fear, parents were asked to
describe that fear as if it
127
were their own. Some comments remembered:
"I’ve always felt weird about that fear."
"It's nice to hear someone else say, almost exactly, what I'm always
thinldng. ”
"Nobody could scoff at my fear. "
"I could feel for whoever actually has the fear I described. "
Semester I - Session VII - November 1, 1972
Indian Poker
This well-known strategy provided much data for processing feelings -
"What were you feeling at the beginnmg of the activity?"
"Did it take you a long time to figure out your sign?"
"Were you suspicious?"
There seemed to be tenseness on the part of everyone involved until
someone began to act out and react to head-cards. It is probably a good idea
to always have an instructor involved in order to generate interaction.
Improvisational Theater
* >»
The entire group was divided into three groups and each given possible
assignment. Each group had several choices to make.
Group A - (1) Midgets painting the ceiling of their house.
(2) Place a five foot square of jello
in a 4 foot square box.
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Group B - (1) Night Club Act which gets raided.
(2) Large City Subway Scene.
It was obvious to the instructors after this thoroughly enjoyable experience
that the group was ready to invest of themselves without threat or fear of
judgment.
Semester I - Session Vin - November 8, 1972
One of the three major concerns of Project C.A.R. E. is self-
esteem and it was to that theme the exercises for this session were planned.
Reflection
Class was divided into two groups and discussion prompted by the
following sentence stub:
’’Something important I did or something important that happened
to me at ages 5-10
10 - 20
20
This exercise was most revealing to the class and provided much en-
thusiasm. It was followed by "Something in my home important to me. ..."
Telegram
"If you were to receive a telegram which would make you extremely
happy, what would it say?"
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The sharing of this information was optional but most members of
the group contributed. This was followed by three similar "cjuickies. "
"If you were to receive a "happy package' through the mail, what
woidd it contain?"
"If your house were burning and you had time to retrieve just one
item, what would it be?"
"Give a three minute autobiography. "
All were optional exercises
.
Strength Bombardment
The gTOup dubbed this exercise "the best of all. " There was a
temptation to go with this early in the course due to its sure-fired success,
however, to be meaningful people must spend considerable amount of time
getting to Imow each other.
Semester I - Session IX - November 29, 1972
Concentric Circles
Inner circle of people remained fixed as the outer circle rotated
with each sentence stub. Class really opened up and had no trouble
with
dialogue.
"If I were a house, this is the kind of house I'd be.
"
"If I were an animal, etc. . .
"
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’’The place where I relax the most. "
"What I enjoy doing alone. "
Fallout Shelter See Values Clarification
, Simon, Harmin and Kirschcnbaum,
p. 28L
Class divided into two groups for simulation and forced choice.
Johari Window
Discussion of behavior organizers in general and specifically the
"Window "
Personal Coate of Arms See Values Clarification , Simon, Harmin and
Kirschenbaum, p. 278.
Symbols for oneself. Asked to complete coat of arms alone and
possibly share with others if the individual wished to.
Semester I - Session X - December 6, 1972
The final session for this group was held at the home of Mr. and Mrs.
Daniel Morrison, Suprintendent of Schools. Members of the class were
urged
«
to invite their spouses or friends. Many complied as there




Dr. Shallcross briefly explained (to the spouses) Project C. A.R. E.
and all its foci. The importance of the public being fully Imowledgeable was




Two women having taken the course ran two games which are currently
used in our elementary schools. They did a fine job of processing later.
Sewing the circle. See Games, Fra’nlc W. Harris, p. 47.
Elephant - Giraffe See Games , Frank W Harris, p. 24.
Forced Choice See Values Clarification Simon, Harmin and Kirschenbaum,
p. 94
Another woman from the class set up the polar options and processed
the actions effectively. Ms. Shallcross was in need for positive support as
all the immergent leaders seemed nervous.
Trophy
The secretary for Title H, a gTaduate of the first semester course,
discussed the importance of clarifying values with the other parents and
all
of them joined in drawing trophies which reflected their goals. Dr.
Shallcross
then asked the trophy-mal<ers to cite the obstacles to those
goals Using
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brainstorming techniques in triads people went home with 30 to 50 routes or
ways to go after their goals.
Awarding of Diplomas
Semester II - Session I
Registration - Name Tags
General Introduction
Doric took a different tact here. In that the children had been exposed for
several months, Doric assumed these parents had been hearing many tales and






UjHAt iT'^ I-L P\Oo(^^ I
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m Name Tag Activity - As I was now interning with Doric, I took this and
several other exercises throughout the course - some I was comfortable with.
'
An animal you can
identify with
A place I'd like
to return to
PAUL
A building you can
Identify with
A significant year in
my life
IV. Barriers to Creativity - Doric gave a duplicate presentation of the one given





V. Elephant, Giraffe - Even though this is a good "loosener, " it was obvious
that during the first session it would have been threatenmg at the very beginning.
1 1 went over very well a,e a closing activity.
Semester II = Session II





a. How did you feel about physically moving about?
b. Were there times when you would have preferred staying in tlic
middle ?
c . Would you like to have offered more explanation than you did?
d. Would you have preferred writing your choice on paper instead
of movement?
Worked as a good openmg exercise.







Application of the tcclniiquo used in the following situations:
a, solving world peace
b, solving pollution problem
c, improving a bathtub
Assigned and explained self-collage as homework.
Trophy - Our first look at values - Members were asked to draw trophy
4
Group later brainstormed possible solutions
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Semester II - Session III
Name Tags
Concentric Circles - Some of the topics for discussion included;
a. If I were a building, I'd be
b. If I were an animal, I'd be
c. A place I really relax in is
d. My favorite alone activity is
e. What really makes me angry is
Who Started the Motion
This started the theme for the evening - gaming as tool
,
gaming as
gaming. The entire concept of gaming is one of the areas which the community
had some difficulty. During the first semester games were played with
discussion following each game. However, there was no effort to legitimize
games as an entity in its own right and its place in education.
This evening was different - it was also very successful. "Gaming" as
an objective was discussed and the processing of games attempted.





Sliow and Tell - Doric tied this project back into her slide presentation
and discussion of barriers to creativity.
Process
Semester II - Session IV
Game - Sew the Circle
Process - Some of the feedback indicated more comfort with games,





a. How did you feel when you were sharing your collage?






d. If you were to make your collage again, what would
you change?








g. Wliat does the physical arrangement say about you?
*'I learned statements
Most people spoke to disclosure and what they wished they had done
ditlerently. A tew of the parents would have disclosed more it the people
making up the small groups had suddenly changed.
Semester n - Session V
Warm Fuzzies
Reading (Paul)
Suggestions for ways to use the story (Doric)
Improvisational Theater
Small groups were asked to become the following and
perform for the others;
a. jello
b. night club raid




A look at values
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Semester n - Session VI
Theme; Positive Self-Concept
Large Group
a. Name Game (Paul)
b. Basketball passed while saying name and a fruit or vegetable
(Paul watermelon)
Two Sub-Groups (Doric, Paul)
a. Identifying one success
1 - Between the ages of 5-10
2. Between the ages of 10-20
3. Between the ages of 20 -
b. 90 Second autobiography
(Facilitator do own - set example)
c . Telegram
Best possible message you could receive right now
d. Happy Package
Any size, any shape - what would be in it?
e. Success symbol
Draw a picture of something (non-living) in your home
that you highly treasure
.
f. Associations: Animals
Give each other an animal name and tell why the association.
(Write out first, then share in group) It was extremely
important in this exercise that the instructor speak first.
The theme is "positive" self-image and if negative
animal associations begin, it will snowball,
gs Strength Bombardment
Each member gave and received written, pasted,
compliments which proved to be an excellent closure.
Semester IT - Session VII
Theme: Self-Disclosure
Warm-up; Airport (15 minutes)
Physical exercise involving guiders and griidees. (Some trust, much
following instructions .)
The Magnanimous Sim Vachel Lindsay
The sun rises
The sun sets
* The sun sees a lot
He kindly forgets
lUi
Fear in a Hat
a. Two groups
b. Each person anonymously writes a fear he has on a card and
leader collects them in a hat. Then leader mixes up the cards
and reads them one at a time
.
c. Process
1. What was your feeling if several people expressed
the same fear as you did?
2. Wliat was your feeling if no one else expressed the
same fear as you did?
Secrets in a Bag
a. Write on the outside of a bag things about yourself that you have
felt (or feel) free to disclose in this group
.
b. On scraps of paper, write things about yourself you have not
felt (or do not feel) free to disclose in this group.
c. Process
1, Compared to other outside groups do you find that
you're more likely (or willing) to share things about
yourself in this group ?
2. Discuss reasons why or why not.
The Johari Window
Semester II - Session vni
Warm-up; Change Five Things (Paul)
Announcements




d. Rock-handful of sand
e. Musical -drama
20 Things I Love to Do
Code them
$ = over 5 dollars
65 - can do after 65 years of age




b. Individually fill in columns one and two
c . Then auction
Semester II - Session IX
IJ43
Trust Walk
a. Process being blind^ trusty directions, etc.
b. Switch
I ntrodiiction to Trumpet
Process trust walk as a vehicle










"The most important things parents can teach a child"
Discussion
Values emphasis in education






2 roles you play
Sub-selves: topdog and underdog






Additional examples of responses to the question, "If a parent from anothertown were to ask you the question, "Wliat Is Humanistic Education?", wl>at doyou think you would say to him/her?
"Teaching children that people have different ideas which should
be respected and that they also share similar emotional reactions
to many situations and that everyone has good points."
"Education that accents the human element in each child. Helps
to develop a self concept in the child so that he can better
understand himself and others. "
Humanistic education is teaching one to be able to express one-
self, to know they are valuable members of the community
(school, etc.) and that we have control over our destinies to
some degree and to not make snap judgments. "
"Helps a child to realize and accept his differences and similarities
to his peer group. Malces him aware of his own short comings
and allows him the chance to change his behavioral patterns.
"
"Basically a course to help students to be able to talk freely about
themselves and accept ideas of other children. "
"Teaches you to be aware of others feelings your own feelings
senses of well being.
"
"It helps children understand their feelings and the feelings of
others. Do they count. Builds up confidence in himself. Child
becomes a self scientist, dealing with here and now. The children
in the end should see themselves as something of value. "
"A better understanding of yourself and learning to accept yourself
as you are.
"
"It is a better knowledge of oneself and being able to express
yourself better.
"
”A course to acquaint parents with their attitudes regarding
relationship between themselves and their children.”
Is a way for cliildren to become aware of themselves. To be able
to express themselves and feel good about what they are doing. ”
"They play games that make them think about things they probablv
never did before . ”
1 would say that it is to help a child learn about himself. ”
I think it’s to teach children to understand themselves a little
better,"
Humanistic education is learning to express oneself in feelings.
Being open about yourself and coming to a point of understanding
your feelings and accepting them."
Method of teaching children how to react to their own emotions
and feelings without feeling different because of these feelings. "
"I believe it is to help children get in touch with themselves. "
"So the children can learn about how they feel and how other
people feel .
"
"The development of creativity - self-esteem and positive thinlung."
"I would say it's making a child more aware of others and more
aware of his own behavior. "
"I feel it's a course of better understanding of human beings. "
"It's a program designed to help children learn more about their
own likes and dislikes and about other people's also."
"It relates with the children . Doing things that are different
other than studies . Teaching them about themselves and other
people .
"
"To have the children know themselves and their feelings. To
accept the way they are or to change the things they do not like
about themselves."
11*8
"I couldn't give a good answer. (A program to aid in inter-
personal relationships among students).
"It deals with a ohilds or childrens emotional lile rather than
his/her intellectual life."
"A program to get to Imow yourself and others better.
"
"Being able to express feelings on a feeling level. "
"Getting to know and understand each child individually.
"
"It is a way to help children to learn to talk about how they feel. "
Additional examples of responses to the question "If this same person were to
ask "What does the program consist of?" or "What do children do when they
are having humanistic education?" what would you say?
"They are encouraged to share their feelings with others. Discuss
their response to various questions with the group. Look for the good
side of persons they meet. Help them to feel good about themselves."
"They talk a lot about the things they like; the things they are the best
in; what makes them feel or they listen--they create they imagine,
they relate. They think about problem solving and ways this is
effected.
"
"Games, films, questions that are asked, emotions that are analyzed
—
no right or wrong responses. Child can examine his own emotions and
decide whether or not he likes them. Have the child look at himself
and what he is.
"
"The play games to make them at ease with each other and as the
games progressed they could give their opinions about the various
points of the gaines without being judged by their peers."
"Learn to listen, wait turn, be considerate."
"To the children it's playing some neat new games (that they enjoy
sharing with their families) and talking about what they think about
things. (How often are children given the privilege of expressmg
an opinion?)
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"So far as the children are concerned I think they feel it's a game--
fim, fun, fun. I don't think they take it seriously. "
"They express their own feelings in many different areas. "
"One of the things is to have a magic circle where everyone has a
chance to talk about themselves or something special and the other
children listen until their turn. "
"Every day they talk about something everyone does or feels and
how they can be different yet O.K ."
"They talk about how they act if certain things happen. "
"They talk about things they do and how they feel about different
hs.ppenings.
"
"They have a "magic circle" or just rap about things they like or
don’t like and know it's o.k. to be different. "
"Children would tend to put themselves in the other persons position
and react accordingly. "
"Play games and do projects pertaining to better understand of your-
self and other people. "
"It seems to be mostly talking to each other discussing what they do
and why and how they feel. "
"Our son told us of acting out TV parts and then watching themselves
on TV afterwards-"
"Play games concerning feelings.
"
"It is incorporated into the curriculum - maybe by writing
down his
feelings about events of a day, incident or holiday."
"They are receiving special attention in different
areas.
"They have a magic circle and tell what they feel
about diffeient
things and know that other kids feel the same way
They play games too
that teach them about other people's ideas"
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Additional examples of responses to the question "Have you noticed any
change in the way your child acts or feels since the humanistic education
program began in the Montague School System? If so^ can you describe the
change? Do you think that this has been a positive change or a negative change?"
"No, no reaction at home. But my babysitter a junior now
took the course last year and found she is not as shy and meek
as she was."
"Yes . I have noticed changes. Specific changes based on a day to
day relationship would be difficult to pinpoint but the general attitude
to our middle child has been considerably more social and responsive
to herself and others . However I wouldn't attribute all change to
humanistic ed, I feel that the process of maturing as well as an
effective educational system which teaches in social as well as
academic areas all contribute to these changes. "
'Yes, was shy, now more open and verbal, before was silent."
"Difficult to say - youngest child has very positive self-image.
Do not know whether this is attributable to program or not."
'Yes, helped them a lot. Realize they are not the only ones.
Yes definitely positive - especially the older child in the adolescent
age."
"Not really. Children never said much at home. One entered
1st grade and accepted it in program The other was in 3rd
grade and never said anything about the program either.
"
"It is hard to say whether humanistic ed. clnnjed m^ -Mid—he's
always been pretty "together" anyway. If changes were made, they
were subtle and certainly positive."
"No, they haven't even had humanistic ed this year."
"Yes, there has been a change. It seems to be a positive change
He seems to accept things and usually deal with them better than
before .
"
"My daughter has been hie to apply at home many of the
activities
done in humanistic ed . She is much more conscious of other
people's
feelings and after having asked why she stopped to think
of them she'
often mention a magic circle activity at school,
"
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”1 can't tell. All I l^ow is how much they have been enjoying the
program."
"My children feel more positive toward themselves and others.
They also learned that everyone has the same feeling at one time or
another. I felt it was a very positive change in my children. "
"It seems as though we can talk to each other better and about
how we feel on different things --the program helped me too I think.
"
"Quite a difference, loose, relax, she has a good time—enjoys it
very much.
"
"Yes, I am sure they have changed, (matured-naturally
! ) but I am
not sure this has anything to do with the humanistic education course
itself—I don't know!"
"A change for the good — the kids seem to enjoy school more."
"Not really, they're pretty outgoing and talk a lot anyway. "
Additional examples of responses to the question "Are there any further
comments you would like to make about the humanistic education program?"
"I hope they keep it. I feel it's doing well "
"Mothers I have talked with are positive about the course. "
"I believe that in talking—teaching—the children, they should be
impressed with the fact that parents love them and want what is
best for them (the children)— a little obedience is called for and
in that way, the relationship would be better.
"
"Humanistic ed. does offer the children a little deviation from
the normal eyery day routine which they are often bored by.
"
"Having been in on a few sessions of Humanistic Ed, I truly believ6
that it is very worth while.
"
"Only that I thinV. it is something that is needed in our
school systems
that may not benefit the child greatly now^ but in later adulthood.
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’1 think it's good and I liked the parents' class."
"Keep up the good work—I love it!"
"I would like to see a continuation of the adult classes. "
"I feel that last years program was better than this year's. Reason:
Not all teachers believe in humanistic ed. So I feel that students
who get a teacher who endorse H.E. get more than from a teacher
who doesn't believe in the program. "
"Yes. I feel the people (I have seen personally) do not set examples
of what I would like my children to see 1
"
"Is humanistic education affecting the amoimt of school work that's
being done? I feel children in high school needs to be told what to do. "
"I think the program is excellent and if anything should be furthered."
"Just to continue it. "
"I think newsletters would help people to understand it better. "
"They have enough to do in school now. "
"I hope they keep it in the school system.
"


